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It is not unusual for the parents of a child about 
to enter school to wonder. "Is iny child ready 
for the experiences of school? Will my child be 
able to engage with the program? Have I done all I 
can to prepare my child for what is ahead?" In the 
past, educators thought about these issues, too, be- 
cause their thinking was guided by a concept of 
readiness. Readiness for school and readiness for 
reading or writing implied that there was some 
point in development when it was time to begin to 
learn to read. Some children were ready for a par- 
ticular series of lessons in a school pro4ram and 
some were not. For those who were not ready, we 
used to think it was necessary to spend time on 
other kinds of activities until the ripening of readi- 
ness occurred. 

Since the 1960Si there has been a gradual dis- 
crediting of this view, and children have been the 
main agents of the change. Among those parent.<;i 
teachers, and researchers who began to observe 
and report the literacy activities of pres;chool chil- 
dren were the authors of this book. They found that 
children listened to stories, discussed ihemi and 
even made up stories of their own. Children scrib- 
bled "letters'' to family members, wrote their names 
time and time again, and invented print-like signs. 
Some children invented ways of writing their own 
speech before anyone had thought about teaching 
them to write, and as a result they could "read" it 
back. Other children taught themselves to read be- 
fore they came to school, often helped by young 
siblings who were themselves novice readers. Once 
we began to look at what little children were doing 
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in literate homes and societie.s, we tound that liter- 
iicy was; an emerging set of knowledge and skills 
having its beginnings in very young children who 
accumulated a little here and a little there as they 
moved about their preschool settings. 

I was surprised when I tried to record what 
five year old school entrants did in their first year at 
school. I found that they came to school with liter- 
acy knowledge but that it varied greatly from child 
to child. One child knew a great deal about books; 
another had explored writing. One was proud of be- 
ing able to recognize all the family names; another 
could write most of the letters of the alphabet. 
Some had clusters of skills, and some had no expe- 
rience in some of these areas. It was rare to find a 
child who did not have some literacy knowledge on 
entry to school. 

Such observations led to a different picture of 
progress in literacy learning. Children were not 
reaching a point in time when they suddenly took 
aboard reading and writing; each child was slowly 
and gradually adding on to what he or she brought 
to school. What they could already do was the 
.springboard from which they dived into the schools 
instruction. Emerging literacy kept emerging. 

Gathered in this book are the ideas of educa* 
tors and researchers who have been ?ble to capture 
examples of the ways in which literacy knowledge 
changes from infancy through the preschool years 
and in the early years of school. Each author pro- 
vides ideas that can be used in day care centres and 
classrooms to encourage and support emerging lit- 
eracy. Each has a somewhat different message 
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about how children change or how ihoy ihink about 
iitoracy acUvitics, 

These new views on hteracy arc hclptiil both to 
parents and teachers. While sharing the exciiemeni 
of watching children puzzle over the peculiarities of 
the ctxies we use for reading and writing, an ob- 
servant adult becomes aware that little children can 
do wonderful things wuth codes. They work out 
how to use the complexities of the language ihey 
speak, and they apply equal ingenuity to their work 
with print. Observant adults begin to interact with 
children at their growing points. Then the continu- 
ing shifts made by children are met by adults who 
are more ^iupportive and contribute to the changes 
in skilL 

There is a more critical message for teachers 



who read this book. !f they watch the children in 
their classes, and if they understand the newer 
viewpoints on the ways in which emerging literacy 
shows itself in early childhood, they ought to feel 
somewhat uneasy with some instructional pro- 
grams. Teachers will realise that in many elass- 
RK^ms the concept of readiness has not disappeared 
and that some children are kept waiting for a sud- 
den transformation that does not occur The ideas 
about different ways to approach and support e- 
merging literacy should encourage teachers to dis- 
cuss the things that children can do for which there 
previously has been no room in their programs. So, 
"Emerging Literacy^ which has a way of changing 
children, also could start a process of change in 
teachers and schools, 

Marie Clay 
University of Auckland 
New Zealand 
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As we looked back on this books begin- 
nings, wc realized that the idea had been 
lingering inside each of us for a very long 
time — long before we ever talked about it with any- 
one or shared it with one another Over the years, 
we worked with the contributors on a variety of 
projects related to early literacy, many sponsored 
by the International Reading Association. They in- 
cluded convention institutes, symposia, and a pol- 
icy statement on early literacy development (see 
appendix). In our work, we shared ideas and 
learned from one another 

There has been much to learn. Interest in 
young children's reading and writing has received a 
large measure of attention in recent years. Contem* 
porary researchers have broken new ground to cre- 
ate new paradigms for the way we view childrens 
literacy development and the way we help them 
learn. Old notions that separate prereading and prc- 
writing from formal instruction have given way to 
theories that do not demarcate development, but 
view it as one long continuum of growth. Learning 
literacy is now seen as a continuous process, which 
begins in infancy with exposure to oral language, 
written language, books, and stories. It is a process 
that has its roots in the home, with branches ex- 
tending to other environments. 

Beyond the home, the school is the major envi- 
ronment for learning to communicate. With a 
growing number of children attending school at 
earlier and earlier ages, it seemed critical to us to 
get this information to the caregivers and teachers 
who work closely with children every day. Our goal 



was to provide a tx)ok that would be scholarly in its 
content and grounded in the research. At the same 
time, it must be practical and u.sable in a variety of 
early childhood settings. 

The contributors to this volume are well 
known for their work in children's literacy develop- 
ment. They have written and talked about their 
work in scholarly journals and research forums 
throughout the United States and beyond. In this 
book, we have asked them to share their ideas in a 
manner that makes the ideas accessible and usable 
for day care workers, classroom teachers, and cur- 
riculum specialists. We focused on theory and 
practice appropriate for children ages two through 
eight years and on classrooms ranging from those 
found in day care and other prekindergarten set- 
tings through grade two. 

^ realized that, ahhough practitioners are vi- 
tally interested in keeping current with new re- 
search and practice, they rarely have the time or the 
resources to conduct the literature search required 
to gather significant material in one place. Attend- 
ance at national conferences and institutes may not 
always be possible, yet the need to keep up is al- 
ways present. We wanted to appeal to both the prac- 
tical and the scholarly sides of practitioners. It is 
our hope that many practitioners will find this ma- 
terial exciting and will use it as a springboard to 
their own personal exploration into the supporting 
research. Thus, the book fulfills a dual purpose: It 
acts as a resource to the research and theoretical 
perspectives, and it serves as a guide to improve 
classroom practice. 
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William Tcale and Elizabeth Sulzby open the 
book wilh an overview of current understandings of 
how young children learn about reading and writing 
and the implications of an emergent literacy para- 
digm. This is followed by Susan Glazers discussion 
of the relationship between oral language and liter- 
acy development. The next three chapters center on 
shared book experiences. Dorothy Strickland and 
Denny Taylor describe the nature and value of 
shared book experienees in the home, Bernice 
Cullinan helps teachers connect literature to young 
children's language and literacy development in the 
classroom, and Jana Mason. Carol Peterman, and 
Bonnie Kerr provide specific techniques for making 
storybook reading more interactive. Next, Elizabeth 
Sulzby, William Teale* and George Kaniberelis 
share guidelines and suggestions for parents and 
teachers who wish to encourage young children to 
write. A photo essay by Nancy Rosen James Flood, 
and Diane Lapp illustrates many of the ideas set 
forth in the book. 

More on the development of print awareness 
and concepts about print is explored by Judith 
SchicVedanz* who extends the discussion to how 
children learn skills as they are involved in meaning- 
ful real life experiences using charts, signs, and 
symbols. Edward Chittenden and Rosalea Courtney 
present some innovative solutions to the complex 
and controversial topic of assessment. They describe 
the use of frequent documentation of children's pR)- 
gress as an alternative to testing. 

Recognizing the sehool literacy environment 
a.s key to a successful program. Lesley Morrow 
shares idea.s on preparing the physical design of ihe 



classroom, Dorothy Strickland draivs on the con- 
tent of all the previous chapters to provide a curric- 
ulum framework that may be nitKlified to suit the 
devclopjiiental levels of children and th^^ various 
educational settings of early childhood. The final 
chi^pter. by Jerome Harste and Virginia Woodward, 
pulls together our continuing theme of research to 
practice by focusing on the various groups that 
must be tapped in order to create positive change in 
early childhood literacy programs, Thi.s chapter 
stresses the need for new policy directions and the 
role of the teacher as an agent for change. 

It is important to note that many of the under- 
standings presented here were central to Progres- 
sive Education in the eariy part of ,'.is century and 
have been of core importance in early childhood 
education theory and expert practice from the 
1920s to the present. Early childhood educators 
have long operated on the premise that children's 
language and literacy development is interwoven 
and continuous from infancy onward. They empha- 
size the fact that language, literacy, and love of lit- 
erature are largely learned at home, and that 
parents and schools should work closely together in 
these, as in other areas. It is very exciting that re- 
searchers in various disciplines have recently con- 
firmed the integrated ''birth on" approach long 
intuitively known by many fine educators. 

The year 1989 is the ''Year of the Young 
Reader." It is our hope that this yearlong celebration 
will stimulate a decade of special attention to the 
youngest readers and writers among us. With this 
bt)ok, we celebrate young ehildren and all those 
who nurture them, 

DSS 
LMM 
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Emergent Literacy: 
New Perspectives 



William n.Teale 
Klix;ibctli Sulzl>\^ 



In this oliapton wc cxaiiihie the concept of 
cnicriicnt htcnicy for the ne^\■ insights it pro- 
vides on >'oniig ehildren s liteniev leiiniinji^. We 
focus on w luit >"ouiig children do w ith litcnicy, 
what they kiiow^ about reading and writing, 
and ho^\^ the)' dc\x;lop litcnicy kiiowlcu^^^ and 
literate pnietiocs. We eonehide by eonsidering 
what an emergent liteniey pcrspeeti\x; implies 
for how >"oniig ehildreii should be taught in 
day eare. preseliooL or selHK>l elassrooiiis. 



In December, when he w'as five. Esteban pre- 
sented to his parents the pieee of paper shown 
bckiw. He had, he told them, listed what he 
wanted tor Christmas. As further insuranee that 
nothing would go wrong in obtaining his presents. 
Esteban also numbered the items on the list and in- 
dicated who was responsible for getting what, first 
by writing ''Mommy" or ^'Daddy'' beside eaeh item 
and also by drawing pictures of Mom and Dad atop 
the two eolumns of toys. This child was leaving 
nothing to chance. 
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From the time Jennifer was a year old, she was 
read i« regularly by her mother. At ihrc^e years, 
three months of age, Jennifer wiis visited by a re- 
scarehcr (R), who asked her to read An' Yon My 
Mother? (Eastman. 1967), a book that had bec^n 
read to her many times. In an enthusiastie manner 
and with a reading intonation, she read the entire 
book, a portion of whieh follows: 

Jt'tmifer Tr'ir 
Out P(>p iho b;ib> biTdio c^mK" iho baby hird. 

Ho say>. "Whorv i-» ni\ rnolhcr?" "\\'h4;rc i^ ni\ nuUhi.TV" he 

fj,M(?c lo Rj Hc\ KH>kint: for il. Hi." UH>U'd lor her. 

l.iM)kL*d up; dJd mil ^oc her. He Umkcd up. He tlid ncil ^cc 

her. 

AriJ Ik WK^keJ tWTv\trs he didn^ He hmkcd Jirv^n. He dul rmi 

Sii he ^^id bc's ijvmna l(M>k fiir "t ^^ ill jnd KhiK t^r nerf ho 
bcr. s;iid. 



Came to A kiilcn and he sauL 
"Arc )xm 111) ninihcr?" 

,^...and he djdn'l s;i> amibmg. 
Ht; ,iu^t Ux>kix] and hnikcd^ 

Then be canic a iion and ho 
^ai^i. Arc \(>u in\ jnniho^?" 
"No." 



He caiJio a kiltcn. "Arc >ou 
my moihcr?" lit; ^aid U> the 
kitten. 

The kilten jasi li)okcd and 
liMikcd. It did ^ay a ihing 

The kiiien \^a^ mil hi^ riKiiher. 
he ^^en^ on. Then he eanie to a 
hen. VXrc >^iu my mt>ihcr?" he 
^ald U> Ibe hen. ^•^^^ Ibe 

hen. 



From Aaron, age fourteen months, we have 
data of a different son. Aaron s mother made audio 
tape reeordings of his voeatizations in a variety of 
activities. The tape reeordings eontain babbling, 
not words or sentenees. But even in Aaron's bab- 
bling, one hears distinetive differences in intona- 
tion patterns between occasions when he is turning 
the pages of a book and those when there is no 
book present. 

During the past deeade or so. an intense inter- 
est has arisen in the early literaey behaviors of typi- 
cal ehildren like Esteban. Jennifer, and Aaron. 
When we observe ehildren who have grown up 
with reading and writing around them, we see that 
they know about literacy and exhibit literate behav- 
iors. Results of many studies of ehildren from birth 
to six years of age have caused teaehers and re- 
searehers to ehange some of their ideas about 
young ehildren^s reading and writing development 
from what was eommonly believed as reeently as 



the 1970s. A new pcrspcetive on early reading and 
writing has developed: it has eome lo be known asi 
emeri>etu lUeracy. In this ehaptc^r we examine the 
concept of emergent literaey for the new insight^s it 
prov^ides on young ehildrcns literaey learning. We 
explore what young ehildren do with literaey, what 
they know about reading and w riting, and how they 
develop literaey knowledge and literate praetiees. 
We eoncludc the ehaptcr by eonsidering what an 
emergent literaey perspcelive implies for how 
young children should be taught in day eare, prc- 
sehnoK or school classrooms. 



Enier^ent Literae)' Own iew 

Emergent literacy is a concept that has become 
prominent only reeently, even though there is a 
long history of research in young children's reading 
and writing. Some of the research from past dec- 
ades has contributed to an emergent literaey per- 
spective. For example, studies of early readers 
(Clark, 1976: Durkin. 1966). research document- 
ing the importance of .storybook reading in early 
childhood literaey development (Fbdor, 1966; 
Irwin, 1960: Templin, 1957). and pioneer work by 
individuals like Legriin (1932) and Clay (1967) all 
support an emergent literaey perspective. 

It is primarily studies of the past few years, 
however, that have shaped the current outlook. 
During this period, researchers have approached 
their work differently. For one thing, the age range 
of the ehildren studied has been extended to include 
children fourteen months of age and younger. Re- 
searchers also have begun to study literacy devel- 
opment in a fuller sense- Literaey is not regarded as 
simply a cognitive skill to be learned, but as a com- 
plex soeiopsyeholinguistic activity. Thus, the social 
aspects of literacy have become significant, and lit- 
eracy learning is investigated not just in the re- 
searchers laboratory, but also in home and 
community settings. 

Perhaps the most important factor is that liter- 
acy learning has been studied in fresh ways. A con^ 
ccrted effort has been made to examine literaey 
development from the childs perspective. Re- 
searches are now attempting to understand what is 
going on in the childs head and in the child s world. 
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Wc have come to see that logical analyses o\ the 
task of literacy learnings such as conclusions about 
the literacy behaviors of young children based on 
adult perspectives, are not very useful in account- 
ing for early childhood reading and writing devel- 
opmeni. Instead, studies that seek to understand 
literacy learning from the childs point of view have 
provided much more insight into the process. 
These studies have observed children engaged in 
literacy activities and interpreted what was seen 
from multidisciplinary perspectives grounded in 
cognitive psychology, anthropology, child develop- 
ment, and social interaction theory. As a result of 
employing these perspectives* we understand early 
childhood literacy learning in new ways. This un- 
derstanding enables us to sketch a portrait of young 
children as literacy learners. 

Portrait of Young Children 
as Literacy Learners 

The first thing to recognize is that^ for al- 
most all children in a literate society^ learning to 
read and write begins very early in life. Even 
during the first few months of life, children come in 
contact with written language as parents place soft 
alphabet blocks in their environments or read them 
books. These early contacts with print can be 
thought of 21S the beginning of a lifelong process of 
learning to read and write. By the time they are t\vo 
or three, many children can identify signs* labels* 
and logos they see in their homes and communities 
(Goodman, 1986; Hiebert, 1981 ; Kastler, Roser, & 
Hoffman, 1987). Many children are fortunate 
enough to be read to regularly and therefore experi- 
ence books and the sights and sounds of written 
language from an early age. 

Young children also experiment with writing. 
Even their scribbles display characteristics of the 
writing system of their culture, and therefore the 
writings of four year olds from Saudi Arabia, 
Egypt, Israel, and America will look different long 
before the children can write conventionally 
(Harste & Carey, 1979), Examples like these, as 
well as the behaviors of Esteban, Jennifer, and 
Aaron (discussed earlier), clearly show ihat the 
process of learning to read and write is under way. 



The more closely one looks, the more difllcuk 
it is to pinpoint a time when literacy learning be- 
gins. Certainly, it starts long before the child enters 
kindergarten or prekindergarten. Many would ar- 
gue that even children as young as one year are 
processors and users of written language. The un- 
derstandings and the behaviors may differ signifi- 
cantly from those of older children or adults. 
Nonetheless, young children have already begun 
learning to read and write. 

A second characteristic of the portrait is 
that the functions of literacy are an integral part 
of the learnii^ process that is taking place* Liter- 
acy develops from real life settings in which read- 
ing and writing are used to accomplish goals. 
Observational studies have shown that the vast ma- 
jority of literacy experienced by young children is 
embedded in activities directed toward some goal 
beyond the literacy itself (Heath, 1983; Taylor, 
1983; Taylor & Dorsey-Gaines, 1988; Teale, 
1986). For example, children may see adults read- 
ing newspapers or greeting cards, writing checks, 
completing crossword puzzles, or using the TV 
Guide. They may find that a recipe is an integral 
part of helping a parent bake cookies or that written 
directions are used in putting a toy together. Books 
may be intimately involved in the religious activi- 
ties of the family. 

In these and other ways, young children are 
ushered into the world of literacy viewing reading 
and writing as aspects of a much largei system for 
accomplishing goals. The orientation to literacy as 
a goal directed activity is an important part of ihe 
portrait to remember because it shows that the 
foundation for children's growth in reading and 
writing rests upon viewing literacy as functional 
rather than as a set of abstract, isolated skills to be 
learned. 

The third dimension of great importance in 
our portrait js that reading and ivritii^ develop 
concurrently and interrelate dly jn young chil- 
dren* Since children do not first learn to read and 
then learn to write, we need to speak of literacy de- 
velopment, not of reading readiness or of preread- 
ing. Figure 1 attempts to depict how oral language, 
reading, and writing relate in young children's liter- 
acy learning. 
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Certainly* childrcn s oral language proficiency 
is related to their growth in reading and to the ways 
in which they write. Educators have long seen that 
a strong oral language base facilitates literacy 
learning. Furthermore, it is clear that childrens de- 
veloping reading abilities influence their writing. 
However, we also must recognize that reading ex- 
periences influence oral language (e.g.. reading 
books to children enhances vocabulary), and writ- 
ing actually improves children s reading skills (e.g.. 
allowing kindergartners to write builds decoding 
skills). For young children, the language arts mutu- 
ally reinforce one another in development. 

The fourth major characteristic of young 
children as literacy learners Is that tiiey learn 
through active engagement, constnicteng their 
understanding of how written language works. 
Young children s emergent readings of favorite story- 
books (Sulzby, 1985), for example* are not mere 
memorizations of books. Notice from Jennifers 
reading of Are ibu My Mother? that she reconstructs 
the meaning of the book even though her words of- 
ten deviate from the actual text. 

Young children's spellings also exhibit the at- 
tempt to construct knowledge. Five year old 
Kayla's use of laeymabcodlpk to write like 
rainbows because they have so many colors'" ap- 
pears to be random until we add that observations 
of Kayla writing revealed that she used one letter to 



represent each syllable of the message she was en- 
coding. The sounds conventionally associated with 
each of the letters bore little resemblance to the 
sounds of ihe words being written, but, neverthe- 
less, there was a system to Kayla's writing. In other 
words, her emergent literacy behaviors were con- 
ceptual. The behaviors were wrong by adult stand- 
ards, showing that the process of becoming literate 
is developmental, but Kayla was not behaving ran- 
domly. Numerous studies of invented spellings 
(e.g., L or LiK for like; J or jup for jump; hrp for 
(:hirp) also provide substantial evidence of the con- 
ceptual basis of emergent writing behaviors (Hen- 
derson & Beers, 1981; Read, 1971). 

Thus, the portrait shows that in a positive liter- 
acy learning environment young children grow up 
experiencing reading and writing in many facets of 
their everyday lives, primarily as purposeful, goal 
directed activities. As children encounter written 
language, they try to figure out how it works. In so 
doing, they form and test hypotheses, attempting to 
discern the differences between drawing and writ- 
ing; to understand the meanings, structures, and 
cadences of written language; to ieam the symbols 
of writing; and to sort out the relationships between 
these symbols and the sounds of oral language. The 
knowledge and procedures young children develop 
for solving the literacy puzzle often are different 
from adult conventions and strategies, but they are 
logical and understandable, once we take the chil- 
drens perspectives. Furthermore, their understand- 
ings and strategies change over time, showing that 
literacy learning is a developmental process. 

Thk tlcpiction of young children as active 
learners, as constructors of understandings about 
written language, is central to the concept of emer- 
gent literacy. But the new perspectives on early 
childhood reading and writing development also 
have shown the key role parents and other literate 
persons play in facilitating early literacy learning. 
One way adults help is by demonstrating literacy* 
For example, as they write a shopping list, use a 
bus schedule* write a letter, help a school child with 
homework, or read the newspaper, parents demon- 
strate the act of literacy. From these and other dem- 
onstrations, children can discern the purposes and 
some of the actions involved in reading and writing. 

Even more important than the demonstra- 
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tions of literacy are the times parents and chil- 
dren interact ait>und print* In these interactions, 
children can learn a lot because parents work with 
them to jointly achieve the goal of the activity. 
Through language and actions, parents make obvi- 
ous to children what is involved in the activity be- 
cause they want the children to participate. 

In the example of the shopping list, the con- 
struction phase comes first. Sharita, age four years, 
three months, and her parents are sitting at the 
kitchen table. Father reminds the family that lo- 
morrow is grocery shopping day, and together they 
begin to construct the shopping list. Mother and 
Father discuss the meals for the next week and then 
determine the necessary ingredients. As they note 
the needed items, they check the refrigerator and 
cupboards, and items not on hand are added to the 
list. Both parents talk to Sharita about the construc- 
tion of the list, and Father, who is actually writing 
the list, consciously externalizes the process by 
saying things like, "Okay, parsley. Let's write that 
here. Farsley starts with a p-parsley" as Sharita 
sits beside him and watches. After the list is con- 
structed, Sharita accompanies her father to the 
store for the shopping phase. The list is an integral 
part of shopping, and again the aduh makes using 
the list ajoint activity. 

It is not surprising that children's independent 
uses of print grow out of such adult-child interac- 
tions. Sharita has written her own lists while play- 
ing by herself, and seven months after the above 
episode, she wrote a list using scribble at the same 
time her parents were constructing one. A similar 
phenomenon is common among children who are 
read to regularly. Interactive storybook readings 
between adults and children have powerftil effects 
on the children's literacy development (Teale, 1987) 
and lead to independent reenactments of books like 
the one by Jennifer described earlier (Sulzby & 
Teale, 1987). Thus, adult scaffolding (Bruner, 
1983; Cazden, 1983) of the activity is an important 
means of promoting literacy learning in young chil- 
dren (Teale, 1982, 1986) and of establishing inde- 
pendent reading and writing habits. 

In summary, young children's literacy learning 
grows out of a wide variety of experiences. Chil- 
dren construct their knowledge about print and 
their strategies for reading and writing from their 
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independent explorations o! written language* from 
interactions with parents and other literate persons, 
and from their observations of others engaged in 
literacy activities. 

Liteniey Iiistnietioii 

for Young Children 

Such a perspective on young children s literacy 
learning carries with it significant implications for 
teaching reading and writing in the early childhood 
classroom. We begin by identifying basic princi- 
ples that should guide instruction* then identify an 
approach to literacy learning activities sugge.sted 
by classroom based investigations. 

Basic Principles 

An understanding of young children as literacy 
learners is crucial to decisions about curriculum in 
school settings. When we see that legitimate liter- 
acy learning occurs during the eaily years, we real- 
ize that the question of when to begin reading and 
writing instruction is absurd. We should be teach- 
ing reading and writing to all children in day care 
facilities, in child development centers, in Head 
Start programs, in preschools, in pre kindergarten 
programs, and in kindergartens. 

But as we examine the implications just pre- 
sented of the portrait of young children as literacy 
learners, we also should realize that the ways in 
which we teach reading and writing in early child- 
hood programs must be developmentally appropri- 
ate. We cannot merely shove the first grade 
program down a notch or two intt^ tlie kindergarten 
or prekindergarten and expect it to work. Tradi- 
tional, formal reading instruction typical of first 
grade is simply inappropriate for young children. 
So is the worksheet dominated reading curriculum 
(which pays major attention to letier naming and 
tetter sound matching) that Durkin (1987) found to 
be typical of the kindergarten classrooms in one 
stale and that informal observations and reports tell 
us is widely practiced throughout the United States. 

Priorities are out of balance and out of keeping 
with the nature of young children as literacy learn- 
ers when kindergarten and readiness books con- 
centrate on letter sound match ing« letter 
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discrimination, and letter names and give only 
scant attention to activities that involve children 
with stories (Hiebert & McWhorten 1987). The 
early childhood literacy program must adopt as its 
foundation ftinctional, meaningftil activities that in- 
volve reading and writing in a wide variety of 
vt'ays. A priority for the early childhood curriculum 
should be ensuring that all children become capable 
and willing participants in the literate society of the 
classroom, home, and community. Even before 
children can read and write conventionally, the cur- 
riculum can foster these knowledges and attitudes. 
Overall skill in reading and writing grows from this 
kind of start. 

The curriculum also must set high priority on 
getting children actively involved in literacy. Chil- 
dren of all ages need opportunities to experiment 



daily with reading and wanting. The classroom 
should provide rich demonstrations, interactions^ 
and independent explorations. The link of literacy 
with experience and the active use <rf language must 
be stressed. 

A final principle for the early childhood liter- 
acy curriculum is that learning should not be con- 
fused with teaching. The focus always should be on 
the child's learning. With zeal from administrators 
and state legislatures in the U.S. for direct instruc- 
tion and teacher centered models of instruction, it is 
easy for the young child to be forgotten in the 
teaching process. It is especially important that the 
teacher understand each child's emergent literacy 
abilities and strategies. In this way, learning and 
teaching can come together. Rather than teaching 
reading and writing in an early childhood program. 
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our focus should be on teaching children to read 
and write. 

Teaching for Literacy Learning 

An emergent literacy perspective on young 
children's reading and writing development carries; 
with it many Implications for classroom instruc- 
tion. Space permits only a general description of 
the emergent literacy classroom, discuss partic- 
ular activities in this section, but do not wi<;h to 
give the impression that the emergent literacy class- 
room is merely a bag of gimmicks or a scries of 
separate activities. In reality, the focus should not 
be on a literacy curriculum per se. Instead, literacy 
should be an integral part of the overall curriculum. 
Seen in this perspective, the following types of ac- 
tivities can be especially productive for enhancing 
young children's reading and writing development. 

Storybook reading. Getting children to interact 
with books should be the key way in which children 
experience print in the early childhood classroom. 
We recomniend that teachers plan two dimensions 
for the storybook reading programs: reading aloud 
daily to the children and providing opportunities 
for children to independently '^read'^ books by 
themselves (and to one another). 

Testaments to the importance of reading aloud 
to young children abound in the professional litera- 
ture; correlatbnal (Wells, 1985) and experimental 
(Fettelson, Kita, & Goldstein, 1986) research sup- 
port these testaments. In other words, reading aloud 
to young children teaches them about reading. 

A discussion of storybook reading raises ques- 
tions such as when, what* and how to read. We rec- 
ommend reading to young children at least once a 
day, and more often if possible. As a valued and 
regular part of the curriculrim, storybook reading 
takes on great significano: to the children. Chil- 
dren's literature-everythitig from folktales and fa- 
bles to contemporary pieces — should be the main 
reading fere, 

A special effort should be made to include ex- 
pository books* too. Young children can learn 
much about how the world work.^ from informa- 
tional books, and as research has clearly shown, 
background knowledge and experience with proc- 
essing expository text are critical to continued suc- 
cess in reading (Anderson et al., 1985), Predictable 



books (Bridge, 1986) can be profitably used for 
read alouds, as several authors have described 
(Hcald-Taylor, 1987; Rhodes, 1981: Tompkins & 
Webclcr, 1983). 

There is; no one hcf^x way to read to children, 
but several useful strategies ha^e been widely rec- 
ommended: preview the book, establish a receptive 
story listening context, briefly introduce the bwk, 
and read with expression. We would add two fur- 
ther suggestions. First, be sure to engage the chil- 
dren in discussion about what is being read. Talk 
about the characters and their motivations and re- 
sponses, make predictions and then listen to con- 
llrm or disconfirm them, draw inferences, discuss 
the themes of books, link information in books to 
real life experiences, examine the authors use of 
language, and draw connections among various 
books. It is this talk about books that gives story- 
book reading its poMr'erful influence on young chil- 
dren's literacy development (Heath, 1982; Teale, 
1987). Also, read the children's favorite books 
again and again. Just as parents who read to their 
children do. Repeated readings encourage indepth 
exploration of books, and promote children^ inde- 
pendent, emergent readings of those books (Sukby 
& Teale. 1987), 

Emergent storybook readings constitute the 
second dimension of classroom storybook reading. 
Long before they arc able to read conventionally, 
children who have been read to will ''read'' books 
on their own (Sulzby & Teale. 1987). Called emer- 
gent storybook readings or independent reenact^ 
ments of books (Sulzby, 1985), these readings 
seem to facilitate growth in reading because they 
give children opportunities to practice what they 
learned in interactive storybook readings, and they 
allow children to explore new dimensions of books 
and reading (Holdaway, 1979; Teale & Sulzby, 
1987). 

Teacher practices and even the physical set up 
of the classroom can promote these independent re- 
enactments. The repeated readings by the teacher 
are especially important. After children have heard 
a book read several times, they are more likely to 
read it themselves. Along with systematically re- 
reading certain books, teachers also occasionally 
can give children ''assignments'" to promote emer- 
gent storybook readings. For example, children can 
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be asked to read a book to a partner, act out a previ- 
ously read book using flannel board characteri>, or 
practice in preparation to ^read" a book to the class 
or another group of children. 

The classroom set up also can encourage chil- 
dren's independent reading* A key aspect is the 
classroom library — a collection of children's trade 
books that provides children with immediate access 
to books. There are a number of design features 
that encourage children's use of books in a class- 
room library (Morrow, 1982; Morrow & Wein- 
stcin, 1982). 'Wfe encourage teachers to: 

• Make the classroom library a focal area of the 
rooms partition it, making it large enough to ac- 
commodate four or five children at a time, and 
provide comfortable seating. 

• Use open-feced book shelves, 

• Provide many types of books (stories, informa- 
tional bookss poetry, alphabet, counting, con- 
cept, and wordless picture books). 

• Use literature oriented displays (posters, bulletin 
boards) and props (fiannel boards, taped stories). 

Teacher storybook reading practices also tie in 
with children's use of books in the classroom li- 
brary. Books used in group storybook readings are 
chosen by children more often than those never 
read aloud by the teacher, and books read repeat- 
edly are used even more frequently than those read 
only once (Martinez & Teale, 1988), In summary, 
group storybook reading and children's indepen- 
dent reading of books do reinforce one another in 
the classroom and promote children's literacy de- 
velopment. 

Other opportunities to read. In addition to 
storybooks, environmental print, and other activi- 
ties like "The Morning Message" (Crowell, Kawa- 
kami, & Wong, 1986) or "The News'" offer young 
children valuable opportunities to read print in 
meaningful contexts in the classroom, Schickedanz 
(1986) has described how environmental print- 
signs, labels, charts-^can be used to organize the 
classroom environment and also provide written 
language experiences* Labels and signs can indi- 
cate children's cubbies, where different classroom 
items belong, and directions to help the classroom 
run smoothly (such as how many children are al- 
lowed in a center at one time or how to operate the 




Heading to young children helps them dc\'clop love 
of books. 



tape recorder). Charts can list various classroom 
jobs, the daily schedule, or attendance records. At 
first, the teacher will have to interpret and model 
the use of these printed materials, but the children 
will soon use them in their everyday activities. 

The Morning Message and the News give chil- 
dren opportunities to see meaningful written lan- 
guage being constructed and to reread what has 
been written. A morning or afternoon message, 
written as the children watch, briefly tells signifi- 
cant things that will be happening in the classroom 
that day. For example: 

Good morning, It> Tuesday, February 
16. will be going on our trash walk 
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today. Also, we have a special book 
about a mystery for story time today 

Once the message is written, the children are 
encouraged to r^ad along with the teacher and dis- 
cuss the message or the kinds of things that people 
do when writing and reading messages, Crowell, 
Kawakami, & Wong (1986) and Kawakami- 
Arakaki. Oshiro, & F^rran (1989) have diseussed 
how the Morning Message is used in kindergarten 
classrooms. It also can work well with other age 
levels to provide yet another relatively informal 
way in which children ean learn about literacy 
through meaningful activities. 

The idea of reporting and recording news takes 
various forms in various classrooms. One teacher 
actually creates a newspaper on a large chart, writ- 
ing headlines that capture the children's weekend 
experiences. In another classroom, the News is a 
time for examining what happened in the commu- 
nity, nation, or world (Martinez et al,, in press). On 
Friday, the teacher invites children to predict week- 
end news, based either on their planned weekend 
activities or exciting events such as shuttle launch- 
ings, approaching hurricanes, or prominent sport- 
ing events. The predictions are written on chart 
paper. On Monday, a chart containing the week- 
end's actual news events is made and read. After six 
months of participation in the News, one kinder- 
garten child even began to write her own news, us- 
ing inventive spellings and collecting stories from 
classmates. 

Through vehicles such as environmental print, 
the Morning Message, arid the News, teachers pro- 
vide a variety of opportunities for children to read 
significant, functional print in the classroom. In 
these and other ways, children can gain a wide un- 
derstanding of the purposes and processes of read- 
ing. 

Response to texts. A variety of response, or ex- 
tension, activities can complement and enhance the 
effects of group storybook readings. Art and drama 
are two especially powerful techniques. For exam- 
ple, after reading The Very Hungry Caterpillar 
(Carle, 1981), children might make thumbprint 
caterpillars or water color paintings of the various 
items the caterpillar ate. Students can punch holes 
through the paintings (indicating that the items 



were eaten through), string them together, and at- 
tach a caterpillar face, ending up with a caterpillar 
composed of all the things he ate 

For dramatic activities, children can reenact 
stories with flannel board characten; or puppcti;, or 
even play the roles themselves using simple props 
and costumes (perhaps ones that they have de- 
signed). One of the most successful response activ- 
ities in one classroom was having the children 
dramatize Tiie Tfiree BWy Goats Gniffow the clat- 
ter bridge in the school playground. Another class 
made stick puppets of Mr, Gumpy, his motor car, 
and all the characters who accompanied him on his 
ride in Mr Gumpys Motor Car (Burningham, 
1973), The children reenacted the book, placing 
the characters in the car one by one, getting every- 
one out to push the car out of the mud after it rains, 
and finally having a swim together. 

Books also can be extended through activities 
such as cooking and even eating. There's nothing 
quite like making and sampling stone soup after 
reading Marcia Brown's (1947) version of the story, 
Morever, her rendition can be neatly tied into a nu- 
trition lesson or unit because she includes all of the 
major food groups in the book. 

Many expository books for young children like 
those from the Let's-Read-and-Find-Out Book^^^ se- 
ries contain experiments illustrating concepts dis- 
cussed in the books. For example, an excellent way 
to make Air Is All Around }bu (Branl^, 1986) have 
an even greater impact is to invert a glass contain- 
ing a napkin crumbled in the bottom and place it 
into a bowl of water to see what happens, just as 
described in the book. Another effective tactic is to 
have children draw and write "learning logs'' about 
what they learned from an informational book. As 
part of a unit on rodeos, one kindergarten teacher 
read the National Geographic book Cowboys 
(Filcott, 1979). The children enthusiastically pro- 
duced drawings of chaps, spurs, and other things 
relating to cowboys. It was apparent when they re- 
read what they had written about their drawings 
(often writing in scribble or random letters) that 
they had learned a lot. 

Writing. In this section, we focus on the com- 
posing and spelling aspects of writing development. 
Research cited earlier shows that these fects of vrit- 
ing development begin early in a child s life and that 
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The News 

Based on ycani of experience tn working with youn^ children and knmving how they love 
to talk aboul ihemsch'es. 1 have developed a prnjeci ihai takes advantage of the "niy*" 
\\'OT\d of kinderganencis. On the first day of kinderganen. the children dictate their con- 
cepts of what will happen during the school year This dictation is recorded on a large 
chart tablet and is always available for the children to view. Also, each Monday through- 
out the school yean the entire class dictates weekend news for the experience chart. This 
chan records what actually has happened in their lives: "Jonathon went to Pistol Petes 
PizzaT or^Roslyn rode her bike," 

Approximately one month into the school year the class also begins to dictate news 
on Friday. This news may cover any relevant topic, such as a classroom project, but most 
often provides a prediction of what the children will be doing on the wcekerxl. 

On Monday, after the weekend news is chaned. students often compare their predic- 
tions with the actual happenings. This promotes higher level thinking skills by distin- 
guishing predictions from fact. The chart is used throughout the week, often reread in its 
entirety. The children also take turns identifying features of what has been written, such 
as the names of students in the class, the letters of the alphabet, or sight words. The 
children love to read the news, and throughout the year I notice them dictating news to 
other students. In addition. I have had children volunteer to be the news writer 

As the school year draws to a close, all the news charts are reread, beginning with 
the entries from the first day of school, What fun the children have as they lecall events 
that took place during their year in kindergarten. It is interesting to note the advanced 
development of the news content as the children u.se improved communication skills. 

The project has many benefits. It allows children to .seek fiimiliar words used in 
context. Students also take an active role in reading and writing. They learn that letters 
form words arxl that words have meaning, therefore adding to the usefulness of writing. 

All this project requires is patience in listening to and chaning the news. The reward 
is the smiles on the children's faces as they arc able to recognize words and say "I can 
reyd!'" 

Ann Hornmoicr 
KindoTjraTtL'n ToiJchcr 
S:in Antonio [ndoponJtinl Schmil DiMriet 
S:in Anionio. Tc\;)s 
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reading and writing develop concurrently. Further- 
more, research conflmis what has often been stateJ: 
Children learn to write by writing. Therefore, the 
early ehildhood curriculum should encourage chil- 
dren to write often and to write for a wide variety of 
purposes and audiences. Much has already been 
written about how to establish writing as part of the 
early childhotxl program {e,g., Kawakami-Arakaki, 
Oshiro, & Farran. 1989: Martinez & Teale. 1987: 
Salinger 1988; Schtckedanz, i986; Teale & Mar- 
tinez, 1989), Here are some general ways in which 
writing may be incorporated into the curriculum in 
preschooL pre kindergarten, and kindergarten. 

First, we recommend that a writing center be 
an integral part of every classroom. The writing 
center is a place where children can experiment 
with writing, collaborate with others through writ- 
ing, and have an audience to whom they can read 
their writing and get responses, A writing center 
should contain a variety of writing instruments and 
materials: chalkboard: magnetic letters: unlined. 
lined, and story paper; typewriter; computer; 
markers; crayons; pens; and pencils. Children can 
visit the writing center frequently and write on top- 
ics they choose and topics assigned by the teacher 
that fit into the themes of the curriculum units. Of 
course, young children will use a variety of forms 
(scribbling, drawing, random letters, inventive 
spelling) in their writing. The writing center is the 
key necessary for building a community of writers 
in the eariy childhood classroom. It makes writing 
a visible part of the curriculum and serves as a 
place where children can write for a wide variety of 
reasons, 

Martinez & Teale (1987) have described how 
to introduce a writing center in a kindergarten 
classroom, and Schickedanz (1986) provides guide- 
lines for using writing in a preschool setting. Chil- 
dren will write many types of stories, ranging from 
personal narratives to takeoffs on familiar books or 
television shows to fanciful, original creations. 
Also, the utility of other types of writing should not 
be overiooked. Children may write letters, make 
lists, create signs, write invitations, and do many 
other things. 

Once writing becomes established in the class- 
room, it will carry over into a variety of activities, 
5uch as becoming an integral part of children's dra- 



matic play. Also children will engage in self- 
spcinsored writing at home. Alter the llrst few weeks 
of school in the classroom of one kindergarten 
teacher who emphasized writing, the children liter- 
ally lined up c^eh morning to give the teacher {and 
read to her) personal notes they had written the night 
before. 

Other ways in which the teacher can pRimote 
writing is by establishing a postal system in the 
classroom or organizing a pen pals program (Teale 
& Martinez, 1989), Also, writing can be an excel- 
lent \^^y of responding to books (^see previous sec- 
tion). For instance, after reading Co ond Hmh the 
Baby (Byars, 1973). the children cx)uld write about 
how they would hush the baby, A response activity 
to King Bidgood's in the Bathtub (Wood. 1985) that 
incorporates art, drama, and writing is to have chil- 
dren write what they would do if they were king 
and then make crowns for themselves and act out 
their scenarios. 

Literacy and play. As a final find related topic, 
we highlight the importance of integrating literacy 
into children's play activities in the early childhood 
classroom. Filling children's play with reading and 
writing is a primary means of ensuring that literacy 
instruction is developmentally appropriate. We al- 
ready have discussed one kind of play in talking 
about dramatization as a response activity. In addi* 
tion to thematic fantasy play like that, soeiodrama- 
tic play can be profitably incorporated into the 
curriculum, 

Sociodramatic play involves two or more chil- 
dren adopting roles and acting out a situation. To 
promote childrens knowledge of the functions and 
uses of literacy, real life situations can be especially 
useful. For example, the teacher might set up the 
dramatic play area of the classroom as an airport or 
travel agency. Included in such a setting could be a 
great deal of print— travel posters and brochures, a 
schedule board indicating destinations, times and 
numbers of flights, airline tickets^ and magazines. 
Of course, writing materials would be present so 
that children could write phone messages, tickets, 
boarding passes, and itineraries, and make signs 
for the area, 

A dramatic play area can be set up in any num- 
ber of ways, depending upon the theme being 
.stressed in the curriculum, R>r a nutrition unit, it 
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could become a restaurants bakery, or supermarket. 
A dinosaur museum would complement the study 
of dinosaurs. A fire or poHee station^ doctor s of- 
fEce. or post office eould be used for a unit on com- 
munity helpers. Written language can be made an 
integral part of all these settings. The teacher pro- 
vides the props and models the use of print or writ- 
ing if necessary, but basically allows children to 
create their own scripts and scenarios. With such 
preparation, and with occasional praise and sugges- 
tions from the teacher the extent to which literacy 
becomes a part of this sociodramatic play can be 
remarkable. 

Coiicliisioii 

Although this chapter is designed to provide 
new perspectives on young children's reading and 
writing development, readers no doubt will recog- 
nize much familiar information. Many early child- 



hood educators, e.'ipeeially those acting from a 
child centered, holistic perspective on learning and 
teaching, have proposed similar views and advo- 
cated similar practiceri since the late 1800s. We 
have learned a great deal in the past decade that 
supports these educators. We also have gained new 
understandings that help refine and extend such 
ideas. 

There is much yet to be learned* but an emer- 
gent literacy perspective rests on a solid research 
foundation. Ix certainly challenges the current sta- 
tus quo in early childhood education, as revealed 
in studies of the way reading is typically taught 
in the kindergarten (Durkin, 1987; Hiebert & 
McWhorter. 1987). The goal now is to make this 
niw perspective the way in which teachers and pub- 
lishers think about young children's literacy devel- 
opment. Then we can have early childhood 
programs that are indeed developmental ly appro- 
priate. 



! . 1) . E . A . S 

Voii Vaux Use 



Guest Ston' Reader 

The Guest Story Reader pix)gram is one way to bring reading into the lives of those 
children in my kindergarten classroom who come from families in which little parent- 
child storybook reading is done. The guest story reader is an enjoyable supplement to 
our regular classroom storytime. 

Early in the school yean my students and [ discu.'is questions about reading, such as: 
"What is reading? Why do people read? What kinds of things do people read? What 
people can we think of who read?"* I then tell the children that we arc going to invite some 
different people to visit our classroom and read us stories. At fir^;t* I usually make the 
decisions about who we will invite, but later on the children begin suggesting guests ihcy 
v^uld like to have. Together we write the invitation and* if possible, a couple of the 
students deliver it themselves. W; often receive an immediate written or in-person ac- 
ceptance message* which is nice because it provides the students with visible evidence 
that their writing (the invitation) is powerftil enough to elicit a response from someone 
else. 
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Although occasionally wc have prwidcd claitsirixini library book!; fnim which it> 
choose> our guest !itory n:adcrs usually bring a book of their m/u io itharc. As ihL7 tell 
why they chwc their particular !itory and what makes it special to them, theguesi readers 
arc helping the children understand the affective link between people and literature. One 
guest selected Vie Uuie Engine Viat Cauld because it is her grandsons favorite story, 
and he asks her to read it on every visit. Another guest brought an eighteen year old copy 
of Vie Ni^ht Before Christmas (In Texas Vxat Is}, She showed the children the inside 
cover where she had written a message to her daughter eighteen years before when the 
book had been a first Christmas present for the (then) baby. Loving ties betwen grand- 
mother and grandson or mother and daughter arc easily understood by young children, 
no matter how bountihi) or barren their prior literacy experiences have been. This shar- 
ing about the book adds to the enjoyment and impact of the story itself. 

As the story is being read, I take a photograph of the guest reader with the group of 
students. Afterward, I take a picture of the guest reader holding the book so that its title 
can be seen. These pictures are displayed in the classroom as visual reminders; of a plea- 
surable shared literacy experience. 

Before our guest story reader leaves, wc uiiually ask if he or she has time to listen to 
us perform a song> poem> fingcrplay, or story that we know. Our guest i^eaders always 
respond so graciously and appreciatively that the children are thrilled. Through recipro- 
cating in the sharing experience* the children ar^ provided an opportunity to feel like 
"members of the (literacy) elubr 

In the days after the guest reader's visit> we follow up with a discussion of the experi- 
ence. Children have a chance to tell their reactions to the visit. Comments have focused 
on story plot, characters^ illustrations, text, style, and voice of the reader Eventually, the 
children begin to notice and comment on similarities and differences between stories and 
between readers. We also try to get a copy of the book to have in our classroom library 
for closer inspection and repeated readings. 

Of course, we also write a thank you note. The students arc quick to learn a "for- 
mula" for this and ar^ quite pleased with themselves for this accomplishment. Our thank 
you notes usually contain a *^hank you" sentence and a sentence or two about what we 
especially liked about the story. Then the children invariably insist on a sentence along 
the lines of hopcyoull come back and read again."" 

I believe ther^ are three benefits to the guest story reader program in addition to 
those iilready mentioned, 

L It enhances self-concept. The children get the message that they are important 
enough for others to take time for them. One guest reader came to us ,araight 
from a meeting with a state ,senator, 

2, It builds awareness that the social aspect of literacy experiences can be shared 
enjoyed with a community beyond the home and the classroom. 

3. It provides exposure to positive reading behaviors and readers-parentss older 
students^ and other teachcrit. It help* children sec that reading is for everyone. 

Nancy Pfran^: 
Ritlgevicw Elemental^ Schiwl 
Northeast IndcfK^ndcnt School Di;t[ria 
San Antonio* Texas 
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Oral Language and 
Literacy Development 

Susan Mnndel (ilazer 



This eliiiptcr has three purposes. First. 1 
present theories about hmv ehildreii learn 
onil langua^ and outline the stag^ of deAX^I- 
opinent of talk 1 also discuss the relationship 
betAA^ii learning to talk and thinking. See- 
,'>iid^ 1 focus on the relationship of oral lan- 
guage to the broader eontexts of literacy, 
specifically leamhig to read and Avxite. Third, I 
present practical ideas based on research the- 
ories, in the areas of dramatic play, literature, 
atid artistic experiences. These ijeas can be 
used by caregivers to guide the oral language 
dcA-elopnient of young children. Descriptive 
passages and dialogues present examples of 
oral expressions. 



Adulis greet childrens first words with en- 
thusiasm. Each new word or phrase is a 
momenious occasion. Even more impor- 
tani, words represeni ihe beginning of long and ex- 
ciiing changes and accomplishments for children 
and iheir caregivers. Words open worlds for chil- 
dren. Youngsters rediscover familiar objects when 
th^ learn their names. They receive pleasure from 
rhymes, chants, and songs. Someday they will be 
able to argue, learn to read, make promises, and 
even write poems, lesson plans, or meoical pre- 
scriptions. 

The adults in children's lives use language ex- 
tensively to interact with children and to induct 
them into the social life of communities. Children 
themselves become absorbed with using language 
and exploring what they can do with words. 

The amazing process of language acquisition 
has fascinated linguists, psychologists, and educa- 
tors for years. The fact that an infants cooing and 
babbling develops into a meaningful language with- 
out any type of formal instruction is awesome. It is 
astounding to think that within two years of life 
most children in all parts of the world use language 
to share ideas and feelings. This chapter will help 
describe how this happens by focusing on three 
questions. 



♦ How do children learn oral language? 

♦ How is oral language related to the broader 
concepts of literacy? 

♦ How can adulti; guide children to use oral 
language effectively? 
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How Do Children Le^ini 
Oral Languiige? 

Linguists and psychologists have debated for 
years how children acquire languagei what influ- 
ences its development, if langu:ige acquisition is in- 
nate, and if language growth depends on the 
environment. Several have attempted to explain the 
origin of orat language. Three theories seem im- 
portant to discuss in an attempt to explain the ac- 
quisition of language: behaviorist, nativist, and 
interactionist. 

Behaviorists believe that language is learned 
through environmental conditioning and imita- 
tion of adult models (Skinner, 1957). The child 
hears a word and imitates its sound, even without 
knowing its meaning. The adult praises the child in 
order to reward the attempt to use language. Behav- 
iorists believe that thou^t is an internal, unheard 
part of oral language. According to this theory, the 
learning equation is simply "listen, imitate, receive 
a reward, and repeat for recall." Nowhere does this 
theory account for the astonishing speed with 
which children learn to speak or for language chil- 
dren invent (I throweded away my dinosaur). 

Nativists believe that language is native, nat- 
ural, and innate to human beings. Every child is 
born with a ^built*in'' device for acquiring lan- 
guage (Chomsky, 1974). This theory explains why 
children are able to invent language they've never 
heard. A three year old might say, ^'He scratched 
my feets,"* generalizing forms about plurals. Chil- 
dren build an intricate rule system which enables 
them to generate interesting and complex oral 
langu^e, in many cases without adult modeling. 
Lenneberg (1967) believes this creative language 
usage suggests there is a biological element in all 
human babies that provides them with the knowl- 
edge about language that is necessary in order to 
create structures. 

Interactionists seem to combine the ideas of 
behaviorists and nativists. These theorists pro- 
pose that language is a product of both genetic 
and environmental factors (McCormick & 
Schiefelbusch, 1984). Infants are born with the 
ability to produce and learn language by using their 
genetic abilities and by interacting with caregivers. 



Their ability to think helps them learn to .speak. 
Language stimulates thoughti and interactions with 
adults help them develop concepts (what "hot'' 
means, for example). 

Others have prc^posed theories, but Halliday 
(1973, 1975) in particular has had great influ- 
ence concerning children's language acquisition. 
Halliday sees language acquisition as an active 
process. Children learn language in order to func- 
tion in their worids. They create language through 
social engagements with other language users 
(Newman, 1985). 

Halliday proposed that children acquire lan- 
guage as they need it in order to make their 
presence known to those around them, to find out 
about things in their environment, to tell others 
their ideas, to accomplish goals, or to socialize. 
Halliday and others (Heath. 1983; Harste, 
Woodward, & Burke, 1984) support the assump- 
tion that language is learned because of what one 
can do with it. Halliday categorizes language func- 
tions as (1) language instrumental for meeting 
needs, (2) language used to regulate the behavior of 
others, (3) language used to establish social rela- 
tionships, (4) language used to express ideas and 
feelings, (5) imaginative language used to express 
fantasies, (6) language used to investigate in order 
to gain information, and (7) language used for 
sharing. Oral language is learned as needed, and it 
develops in stages. 

Stages of Language Development 

The descriptions below represent typical stages 
of language development, but parents and care- 
givers should remember that rates of language de- 
velopment vary greatly among individual children. 

Birth to One, Babies play with sounds, coo- 
ing and babbling. At about six months, sounds be- 
gin to take on meaning. Babies begin to select those 
that are important and to eliminate those that are 
not. "^Ma Ma," for example, will be retained, for it 
creates a response. At about nine months, babies 
use single words, sounds, or several sounds to- 
gether that express whole ideas. They learn words 
used daily. Milk, Mommy, Daddy, up, no. and bye- 
bye become part of their vocabularies. 
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One to Two* Children's language grows 
boundlessly during this second year Children be- 
gin to imitate their caregivers, modeling their into- 
nations and gestures. They begin to put two words 
together, and the effects are almost like reading a 
telegram. Children use important words to meet ii 
need or share information like **Mommy up,*' or 
"^a^on 6ill down" This telegram format is referred 
to as "telegraphic language.** 

Two to Three* By the end of their third yean 
children can use about 1,000 words and can under- 
stand even more. Telegraphic language begins to 
evolve into more traditional and complex forms of 
oral language. Children begin to listen to language 
and use language more dramatically. Many words 
are used to describe one object or idea. One young- 
ster two years, eleven months old described her 
stuffed toy bear by saying, "He cuddly, he cute, he 
brown, he soft.'' This descriptive language was fol- 
lowed with oral language defining the fimction of 
the bear in the child's life. She said, "He hugs, he 
kisses, he nice, nice teddy." 

Three to Foun At this age, children use com- 
plex sentences that include pronouns, adjectives, 
adverbs, possessives, and plurals. They generalize 



knowledge about language. "I wentcd to the zoo on 
my birthday" denotes past icnsc. At this stage, chil- 
dren recall that "ed" represents past in sc. Although 
they probably have not heard the word "wentcd^ 
and it is grammatically incorrect, they have appro- 
priately used the "ed" ending to tell about a past ex- 
perience. Children at this age possess a 1 ,500 word 
speaking vocabulary. 

Four to Five. By four, children have acquired 
most of the elements of adult language. Sentences 
are grammatically correct, and oral vocabulary in- 
cludes approximately 3,000 words. During this 
year, children begin to tell about their lives-what 
they do and how they do it, as if words and behav- 
ior were one. Its often difficult to tell whether the 
language functions as a result of the behavior, or 
the behavior functions to result in language. 
Morrow (1989) descril)es a child of four painting 
and at the same time describing his aaions. As he 
speaks, he simultaneously does what his oral lan- 
guage describes. Tm making colors all over, Tm 
painting, pit, pat, pit, pat. Tm going back and forth 
and up and down." The child's words and activity 
became one (p* 47). 

Five to Six. By age five, children's language 
and adult language are similar. Most grammatical 
rules have been mastered, and language patterns 
are complex and intricate. Language is creative and 
sometimes humorous. One kindergarten child, 
when talking about a locomotive, said, ^'It just takes 
a big breath of air and holds it inside and that's what 
makes it go so fast. It's like when you put air in a 
balloon and, poof, it blows itself away.** Action is 
justified with language (Glazer, 1980). 

Differences in Development 

Although these developmental stages can be 
applied to most children, many factors affect oral 
language acquisition. Children's sex, age^ and eth- 
nicity, as well as the socioeconomic class, status, 
customs, and values of the adults with whom th^ 
communicate are some of these (Holzman, 1983). 
Oral language forms reflect the settings in which 
th^ are used. For example, one would not say to a 
professional colleague, "How's my cute, cuddly 
teacher's aide feeling this sunny morning?" It would 
be inappropriate. 
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Children seem to have problems in school 
when (1) their first language is different from that 
used in school, (2) they speak a form of dialect with 
different grammatical structures and meanings 
from standard English, and (^) their oral language 
develops more slowly than other children's. Many 
aduUs consider these differences deficiencies. This 
is unfortunate, for language differences often re- 
flect the child's environment and cultural and re- 
gional backgrounds. 

I recall stopping at a last food restaurant in 
Nebraska and asking for ^ diet soda. The waitress 
looked at me askance and responded, ' Gee, you 
have a funny accent. What is a soda?*' As a New 
Yorker in Kearney, Nebraska, 1 was a cuhural mis- 
fit, Fd never heard the word '^pop*' used in place of 
"soda" Pop was my grandfather's name! My dialect 
and accent were difficuU for the waitress to under- 
stand. Even as an adult with knowledge about lan- 
guage differences, I feh embarrassed. 

To look at language differences problematic 
cally means seeing the children as problems. Lan- 
guage differences must be respected. These 
differences ought to lead to a curriculum designed 
for helping others understand the uniqueness of 
each child's cuhure and traditions. 

Thought and Its Relationship 
to Language Acquisition 

Piaget's (Piaget & Inhelden 1969) and 
Vygotst^'s (1978) theories seem to be most accept- 
able for explaining the relationship between the de- 
velopment of thought and language. According to 
Piaget, children acquire language in association 
with Jieir activities. Babies will learn the words 
''socks and shoes'* before ''coat and hat,"" for they 
will put on socks and shoes by themselves first, 
Piaget believes that not only language but all activi- 
ties that involve thought are learned as the result of 
activity and interactions. Children see, hear, touch, 
taste, and smell objects and events in their worlds 
in order to learn conceptually about them and the 
language they represent, 

Vygotsky (1978) described communication as 
^'zones of proximal development^ Zones are ranges 
of social interactions between children and adults. 
Adults, considered to be more literate, push chil- 



dren from an actual stage of <Jevclopmcnt toward 
their potential. Adult models provide names for 
things and events. Vygotsky was convinced that 
children learn language only with the assistance of 
an adult ^ 

Many believe that oral language is the basis for 
becoming literate. Without oral language, it might 
be impossible to develop the abiiity to read and 
write. 



I low Is Oral Uingiuige Related 

to the Brojider Context of Literaey? 

h makes sense to say that oral language is a 
vehicle for the development of writing and reading. 
It serves as a companion to the development of 
both. Studies have demonstrated that early readers, 
for example, come from homes where diverse oral 
language is used (Snow & Pferlmann, 1985). Teale 
(1987) observed that literacy is a functional compo- 
nent of daily living in these homes* Speaking, read- 
ing, and writing all are associated with daily 
activities. Parents and children talk about activities* 
read together, and write notes to one another using 
pictures, letters, or words. Parents read to children 
often, illustrating how oral language serves as a 
companion for reading and writing. 

I recall a time in my office speaking with a 
parent. Her three year old, obviously restless after 
twenty minutes, came up to her mother and said* 

Mommy, put your coat on. 

Mommy, put your coat on. 

Mommy, put your coat on. 

Let's go home. 

That youngster has probably heard and sung '^Polly 
Put the Kettle On"" over and over again. The lan- 
guage of rhyme had influenced her oral text. 

Oral language accompanies children's writing 
in the early years in drawing and painting activi- 
ties. In my clinic classroom, I observed ^ five year 
old at an easel reteUing about her visit to a circus. 
"First, me and niy mom walked up to the hon. He 
was a big, scary one!*' As she spoke, she drew her 
mother, herself, and ^ very large figure which she 
called the lion, ''Then the lion roared. He said, Yrr- 
rrr-oooooo-aaaaaaa-rrrrrrr.' Me and my mom was 
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scared.'' The child twisted and turned the paint- 
brush near the mouth of her lion as she made the 
roaring sounds. Her language and the paintbrush 
moved together almost like the baton and voiee of 
an orehestra conduetor, leading her thoughts from 
ideas to speech to wntten text. 

The relationship of oral language to reading is 
evident. Children who hear stories learn story lan- 
guage and structure. Th^ learn that '*onee upon a 
timer for example, is the way a story begins. They 
learn that a story has a main character. They learn 
that marks on paper represent events and ideas that 
occur in real life or in one's thoughts. They learn 
that the English language moves from left to right, 
because they've sat in adults* laps and watched care- 
givers move their heads, hands, or fingers to follow 
the print. They learn how to recognize signs as they 
ride in a car. 

Young children who have had book experi- 
ences from the beginning of life develop a whole 
range of attitudes and concepts about print. They 
have learned to expect special pleasure from print 
and also have learned oral models for language in 
books (HoIdawa% 1979). Oral language, which oc- 
curs in natural ways in and out of schooK helps 
children use their knowledge about language in all 
of their literacy activities, particularly reading and 
writing. They have, through oral interactions, 
learned to attend to language and respond to its 
meanings in new situations. 

Guiding Children to Use 
Oral Liuiguage Effectively 

Associating language with interesting, excit- 
ing. and pleasant experiences encourages children 
to talk. They will talk and talk when the environ- 
ments where they live and play promote a natural 
need to communicate (Morrow, this volume). 
Young children's oral language grows when envi- 
ronments encourage risk taking, someone listens, 
and there is a need to exchange language. 

Very young children trust their caregivers. 
This trust must be maintained in order for children 
to take risks using language, particularly in new 
and creative ways. Children need to play with fa- 
miliar language, explore meanings, and test uses of 



language in different settings. Familiar materials 
and actionfi encourage risky uses of words and 
phrases. Utiing new words to describe familiar ob- 
jects* inventing new ways to use well known words, 
and discovering additional ways for telling about 
events and dreams all happen in interactive settings 
with a devoted adult who listens and responds in 
positive ways to reinforce the language play so that 
it will continue. 

Activities and Materials to Guide 
Oral Language Growth 

Activities that guide children to increase oral 
language include dramatic pl^y in response to life 
and literature, literature experiences, and artistic 
experiences. 

Dramatic play. Drama is a powerful vehicle 
for guiding the growth of rjral language. Drama 
provides young children with a way to discover 
themselves, learn how \o deal with new and unu- 
sual experiences, and learn how to solve problems 
(Glazer & Searfoss, 1928). Most of us create 
drama for ourselves before entering into new situa- 
tions. I recall my first date. I put on my dress, 
looked in the mirror, and rehearsed conversations 
with Harold, my date. I even pnicuced the good- 
night kiss, using a pillow while observing my be- 
havior in front of a mirror. 

Young children, like adults, "^role play" the dra- 
mas of life to rehearse for real times. These roles 
result from observing and intera^cting with people, 
books, and other media. Drama prepares children 
by helping them rehearse life using language in 
lifelike settings. Heathcote (Wagner, 1976) believes 
that drama evolves and helps to reduce children's 
anxieties about new roles. Playing roles makes 
them feel real and familiar 

Young children's first dramatic play activities 
are usually solitary and spontaneous (Moffeti & 
WUgner, 1983). They dramatize to help themselves 
understand and to find out about identities through 
action. Children freely act and dress up like people 
they know from life ^nd literature (Isenberg & 
Quisenberry, 1988). Dramatic play encourages im- 
itation, conversation, and the creative expression of 
ideas using oral language (Fromberg, 1987; Singer, 
1986). 
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These activities require settings and materials. 
The very young need only simple objects or toys to 
engage in role playing. As they grow, more com- 
plex materials representing lifelike situations are 
needed. It is in these play comers that language 
flourishes on its own. Areas for dramatic play in 
homes might be the child*s bedroom or a comer of 
the family room or living room. In school settings, 
drama corners can be sectioned off with small 
screens or storage shelves. 

Materials appropriate to each area should be 
visible and easily accessible to children. Areas 
could contain specific types of materials to foster 
role playing as nurses or doctors, fire fighters, law 
enforcement officers, dentists and patients, fast 
food operators, beauticians and barbers, gas station 
attendants, business people, lawyers, psycholo- 
gists, teachers, mothers, fathers, siblings, or su- 
permarket employees, and more. Costumes 
representing roles in life and in stories also encour- 
age role playing. If space is a constraint, materials 
might be changed periodically to encourage diver- 
sity of dramatic play so children can rehearse roles 
in different aspects of life. 

Materials should be child size. Small tables 
and chairs and shelving that is low enough to reach 
but just high enough for stretching can be arranged 
to section off play areas. Dolls, doll furniture, 
dress up clothing, toy appliances or '^out of use" 
real ones, utensils, dishes, cartons, paper bags, 
magazines and books, note paper or pads, pencils, 
a camera, a bulletin board, a broom, a vacuum 
cleaner^ tables and chairs, and an ironing board are 
just some of the important items that encourage 
children to play the roles of life. Time must be pro- 
vided for children to play freely until they have 
completed "acting out" their roles. 

Children's play reflects their curiosity and their 
observations of life. They act what they know. 
Learning how children interpret roles by observing 
them in solitary and interactive dramatic play expe- 
riences helps adults understand children's percep- 
tions of roles in life* 

Storytelling and reading are natural stimulants 
to encourage oral language through drama. Chil- 
dren in their preschool years will respond to stories 
using language through drama. Props such as 



stuffed animals, hand puppets, lifesize puppets, 
and puppetlike figures used on a flannel board often 
provide points of departure for young cildren to use 
oral language in response to stories 

Hugging a Max doll dressed in his wolf suit (the 
main character in Maurice Sendak's \Vltere the Wild 
Things Are) in one arm and sailing a toy boat away 
into "night and day" to where the wild things ^'roar 
their terrible roars and gnash their terrible teeth" or 
stacking caps and more caps on one*s little head and 
shouting, '^Caps for sale, 50 cents a cap" after hear- 
ing Esphyur Slobodkina's Cops for Sale are re- 
sponses to stories through props. Props suggest to 
children what to do; they evoke hosts of associations 
based on stories embedded in children's minds. Hav- 
ing a special place for keeping books and related 
props is one way to encourage spontaneous drama 
based on stories. The place might include lifesize 
story puppets, bits of costumes, and paper bags con- 
taining objects that represent stories. 

Lifesize story puppets. Lifesize puppets also 
help children recall stories th^'ve heard. They of- 
ten guide children to live the parts of characters. 
These are easily constructed with cardboard and 
magic markers. Story objects and characters should 
be drawn lifesize and then cut out and covered with 
clear contact paper for durability. Sometimes, 
when the lifesize puppets are people, a hole might 
be cut where a face would be drawn, so that chil- 
dren ^^n put their faces in the spot and instantly be- 
come the character. 

The following books easily stimulate children 
to role play using lifesize puppets. 

Barrett, J. Animols Should Definitely Not IVtar 

Clothing. Atheneum, 1970. 

Illogical clothing on several animals provokes a 

host of funny ideas, which are well depicted 

through pictures and words. 
Eastman, P. Are 1&« My Mother? Random House, 

I960. 

A baby bird loses his mother and asks many un- 
likely candidates, '^Are you my mother?*" 
Johnson, C. Harold ond the Purple Crayon. 
Harper & Row, 1959, 

Harold draws himself in and out of adventures, 
using his purple crayon* 

Paper bag prop stories. Paper bag prop stories 
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Groceiy Store 

In one classroom* a teacher crcalcd a grocery store. There were shelves defining the 
area, and on those shelves were empty cereal boxes and food cans. A supermarket food 
cart was placed and designated as the stored; entrance. A magazine rack displayed old 
copies of TV Guide. Ub/mns Da\\ Ufe. Cosmopoluan, and several newspa? ,rs. An "En- 
trance" sign hung at one side of the shelving and an "Exit'' sign ai the othen An outdated 
cash register was placed on top of a table* and paper bags were neatly stacked next to it. 
Two four year old girls entered the play area* one pushing the can and the second holding 
onto the cart's handle. One was actinj^ as the mothen the other as the child. A four year 
old boy was standing at the cash register. He had put on an apron which was stored on the 
shelf. He attentively watched the two shoppers. 

Child: (speaking like a much younger child) I want to ride in the cart. 
Mother: You can't, sweety^ you're too big. 

Child: No Tm not (shaking head in an assertive way). 
Mother: But you will make it fall over 

Child: (acting out with a pouting fecial exp.i^ssion) No. I am little like Jamie. 
Mother: No. you are biggers 'cause you arc the big sisxr 

Child: No (stamping her foot)* I want lo go in, I want lo be the little sister 
Mother: \\fcll* OK ^end you arc littlen and don*t move. Get in and sit still (said in a firm 
voice, with stem facial expression* and pointing a finger). 

Child: (smiling) HI be good. 

The '"mother" pushes the cart around the small areas selecting merchandise. 
Mother: I think well have rice for dinner (taking an empty rice box). Its good for 
when your stomach is upset. 

Child: I want that candy (in a whining voice). 
Mother: I told you (pointing with frown on face) to be still! 

Child: p-L'E-a-S'E! May I have one little candy? (in a pleadings soft spoken manner). 
Mother: Wfell. 'cause you are soooo good and said "please" you can have one piece. 
Here, take this one (selects an empty candy box). 

Child: I want that one (pointing to another). 
Mother: (in an angry tone) Take this* or nothing. 

The shopping continued with similar dialogue exchanges, while the cashier ob- 
.*;erved. The role playing continued for approximately ten minutes before they ap- 
proached his counter 

Mother: (taking things out of the basket and putting them on the table) Help me put the 
food here, Melissa. 

Boy: (Takes large brown bag and looks at a box, as if obser^^ing the price* then taps 
some keys on the cash register and places the box in the bag. He continues 
this process and each time he places a box in the bag* he says a number and 
writes it on the bag. When the packing is completed, the boy again calls each 
number that he has written. He draws a horizontal line at the bottom of the 
column.) I am adding up all the prices of all the foods so you know what to 
pay. OK? You owe $14.00. 
Mother: That s a lot of money, but things cost more today than when I was little. 
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Figure I 

Repetitive Ston in Rhyme, This Is the House That Jack Built 




also can stimulate role playing. Put a book familiar 
to the children in each of three to five different pa- 
per bags. Fasten the book jacket or a photocopy of 
one picture from the book onto the front of the bag. 
Put props associated with each story into the appro- 
priate bag. Props should represent story objects, 
characters, settings, sequence, and other elements 
important for the child's role playing. Paul 
Galdone*s The Three Billy Goats Gruff could be 
made into a paper bag prop story by placing into 
the bag three stuffed animals that resemble goats 
and a doll that resembles an old troIL More intri- 
cate dramatic play based on this story would occur 
if a toy bridge and scraps of blue paper to represent 
water under the bridge also were in the bag. Props 
should be simple, already assembled, and easily 
available for children to use during free times. The 
following books represent wonderful stories for pa- 
per bag prop story experiences. 

Carle, The Very Hungry Caterpillar. Scholastic. 
1974, 




A caterpillar eats through unlikely foods on his 
way to becoming a butterfly 
Hyman, T.S. Little Red Riding Hood. Holiday. 
1983. 

Beautiful illustrations tell the story of a little 
girrs encounters with a big, bad wolf. 
Zelinsky, P. Rumpelstiltskin. Dutton, 1986, 

This classic fairy tale tells of a girl who must 
spin straw into gold. 

Literature Experiences 

Books that encourage children to respond to 
the story because of interesting and exciting lan- 
guage help stimulate language growth. Participa- 
tion stories* poetry and rhymes, and song books 
help immerse children into language. The language 
is repetitive and predictable. Because children are 
able to anticipate the language, th^ joiii the reader 
and become part of the storybook i^ctivity. The lan- 
guage catches their ears and captures their hearts 
and minds. These suggestions for using participa- 
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tion stories with children are recommended for all 
preschoolers. 

1 . Hold the child on your lap in a cozy manner 
Put your arms around the child, and together hold 
the book as you read the story. If ihe book is a song 
(Go tell Aunt Rhody, Go tell Aunt Rhody) with re- 
petitive language, reading the repetitive passage 
once or twice should entice the child to read it with 
you each time it appears in the text. Very young 
children will make sounds that follow the tempo, 
intonation, and pitch used by the adult. 

2. When reading to a group of children, sit as 
they do, on the floor, on a rug. or in a small chair 
Use books with repetitive rhyming text. Read the 
story, and as you approach the language that re- 
peats, look at the children. Begin the repetitive, 
rhyming sequence slowly, suggesting that you need 
them to help you say it. Have the children repeat 
the sequence each time it appears in the text. You 
might want to turn the book toward the children as 
th^"chant*' the rhyme, so that those who are ready 
can notice the repetitive words and phrases. 

3. Tape record yourself reading a favorite 
book. Then place the book and the tape in a special 
place. Be suie the children know that the book and 
tape recording go together, and show the young- 
sters how to start the tape playing. The children 
will be encouraged to listen, look at, and say the 
story along with your voice. Here sire some sug- 
gested books with repetitive language that encour- 
age participation. 

de Regniers, B. Mav I Bring a Friend? Atheneum, 
1964. 

This repetitive rhyme describes a small boy's in- 
vitation to tea with royalty. 
Gerrard, R. Sir Cedric. Farrar, Straus & Giroux, 
1984. 

This rhyming story tells of a gentle knight 
searching for adventure. 
Hoopes, L.L. Mommy, Daddw Me. Harper& Row, 
1988. 

A story in rhyme of a small boy and his parents 
who sail to visit his grandfather on a summer 
day. 

Martin, B Jr Brown Bear Brown Bean W}iat Do 
Vyu See? Holt, Rinehart, & Winston, 1967. 
The bear asks several animals, **What do you 

see?" 
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Prelut^iky, J. Vie Baby Uugs Are Hatching. 
Greenwillow, 1982. 

Silly creatures come alive with repeated, rhym- 
ing word*;. 

Robart, R. The Cake Thai Mack Ate, Little, 
Brown/Joy Street Books, 1987. 
This cumulative tale with a fiinny ending tells 
how to prepare a birthday cake. 

Wordless books are important for children's 
language development. These books tell stories 
with pictures, and the illustrations encourage oral 
language use. A series of pictures that describe a 
simple activity in sequence directs the reluctant 
speaker. Children, when nurtured by a loving 
adult, match words to the pictures and create the 
oral text. Encouraging children to tell stories using 
picture books increases oral language while build- 
ing their self confidence about using language to 
create stories. 

The following wordless books provide pictures 
that easily provoke children to tell their stories. 

Krahn, F. First Snow, Clarion, 1982. 

A boy catches a strange "thing'' while fishing, 
and it escapes. 

McCuIIy, E. New Baby. Harper & Row, 1988. 
A mouse family has a new baby, and the young- 
est is excited and also frustrated as the new baby 
gets everyone's attention. 

Artistic Experiences 

In addition to storybooks, music and songs and 
arts and crafts help oral language thrive. Musical 
instruments for the young child include rhythm in- 
struments (drums, sticks, etc.) used for keeping the 
tempo of the rhythmic language of poems and 
chants. Songs and song books that have been pre- 
pared as storybooks lure children to use language. 
Many kinds of paper, felt tip pens, large crayons, 
or clay are among the materi^s that help chUdien 
express themselves through arts and crafts. 

Here are some specific suggestions for using 
music, dance, and the arts to stimulate language. 

1. Songs and chants are wonderful. Select one 
such as: 

Michael row the boat ashore. Hallelujah, 
Michael row the boat ashore. Hallelujah, 
Brother, lend a helping hand. Hallelujah, 
Brother, lend a helping hand. Hallelujah. 

Gictscr 



Figure 2 
A Wordless Story in Sequence 




Chant the poem, moving your head and arms 
with the beat of the language. Repeat it several 
times. Then substitute the child*s name for the one 
in the poem. Actions can also accompany the 
words. 

Chants also may be used to guide children to 
follow directions. Fov example: **Mathew put the 
toy away, Hallelujah, Mathew put the toy away, 
Hallelujah." Provide time for children to create 
their own words to chant in the language of song. 

2. Listening to recordings also encourages lan- 
guage grcvwth. In addition, h provides sound and 
tempo for bcxiy movement. Select tapes or records 
that include songs with repeated language patterns, 
songs that rhyme, songs about families and things 
around the child, and songs that tell stories. Keep- 
ing t^po with rhythm instruments while singing 
helps children associate the sounds of language 
with physical activity, and they feel the language. 

The fevorite folk song, **Here we go looby-loo. 
Here we go looby-light. Here we go looby-loo. All 
on a Saturday night"" may be used to help children 
dance to words. Actions can change to match new 
words that children create. For example: "Here we 
go skipping, skip."" 

3. Clay is wonderftil for developing strength in 
little hands. The molding helps children feel shapes 
and talk about them. If you mold materials with 
children and talk about your actions as you pro- 
ceed, children will probably do the same. Many 
youngsters will talk and mold simultaneously. 

talking is an important human activity. It is al- 
ways part of some environment, and to a large ex- 
tent it derives its importance from the setting in 



which it occurs. Talking is a way to conduct social 
events, and it is sensitive to its context and purpose. 
It serves to help both children and adults work out 
the curiosities, problems, and intricacies of life. 
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Family Storybook Reading: 
Implications for Children, 
Families, and Curriculum 

l)<)n>tln" S. Strickland 
Denny Tiiylor 



This ehiipter describes wlmr we liii\e leaniol 
;ibout the dynamic intenietion between chil- 
dren and adults when they share books at 
home and what that implies for eduoationai 
setting outside the home. We begin with a 
discussion of how family stor>'book readiiig 
supports children's language and literacy de- 
\^elopment and how it acts as a socialixiiig 
process within families. We conclude with de- 
scriptions of classrooms that suggest how 
caregji\^rs and teachers can capitiilize on what 
is known about the nature of childrens learn- 
ing during stor>'book reading at home. 



For many years, educators have known that 
children who come from homes in which 
storybook reading takes place have an edu- 
cational advantitge over those who do not. These 
children are more likely to read before th^ are 
given formal instruction, and those who are not 
early readers are more likely to learn to read with 
ease when formal instruction does begin. In recent 
years, educators have learned a great deal about the 
acquisition of reading and writing, and much of this 
knowledge helps us to explain why shared book ex- 
periences are important to early language and liter- 
acy development . (For an introduction or update on 
this emergent literacy research, see texts edited by 
Sampson and by Teale and Sulzby, 1986,) 

As researchers interested in the literacy devel- 
opment of young children both at home and in 
school, we have had a lasting interest in what 
fiiakes family storybook reading work. We have 
asked ourselves what actually happens when par- 
ents share books with their children- Why is it such 
a powerful factor in the literacy development of 
young children? How does the research support 
parents' natural instincts about what is right for 
them and their children? 

We were aware of some of the conditions under 
which first language learning occurs, and we 
sought to determine how these conditions were sup- 
ported by family storybook reading. For example. 



in first language learning, the following conditions 
are generally maintained. 

First, there is an atmosphere of success. The 
child acquires spoken language in a warm, reward- 
ing atmosphere. The nature of the learning envi- 
ronment is positive. Parents are generally delighted 
with whatever the child accomplishes, and they 
show it. Anxiety about First language acquisition is 
rare. The young child's miscues or mistakes not 
only are accepted, they are the subject of family 
stories for years to come. 

The child acquires spoken language in an at- 
mosphere that conveys respect for the uniqueness 
of each individual, with little temptation to make 
children fit a group standard. Individual styles and 
approaches to the task of first language learning 
generally are respected. Young children are not 
asked to alter their approach to learning in order to 
conform to a preconceived method. Instead, par- 
ents usually Judge children's achievements in terms 
of what their children are doing today that they 
could not do yesterday. 

Second, children acquire spoken language 
in an atmosphere that is largely child centered. 
Adults use language with the child and interact in- 
dividually with the learner. The child is an active, 
curious participant, asking questions and wanting 
answers. First language learning inherently de- 
mands feedback, and it is largely guided by chil- 
dren's purpose or intent. 

Thirds children acquire spcdien language in 
a meaningful context. First language learning and 
concept development are always related to mean- 
ingful activities, objects, and situations in chil- 
dren's environments. If the new word or concept 
makes no sense, it is discarded. Each new idea or 
element of language must find its place in children's 
existing schema of knowledge. It must have mean- 
ing for the children or it is discarded. Here, the 
adult's role is that of encoder of what children are 
experiencing. Throughout, adults are using lan- 
guage to do something besides just teach the lan- 
guage. And since the focus is on what is being 
experienced or accomplished, correcting is aimed 
at the content of language expression rather than its 
form. 

Fourth, and perhaps most important, in 
first language learning children are presented 



with the whole system of what is to be learned. 

Language is not sequenced; it is not arranged by 
skills or put into an elaborate management system. 
All of the subsystems or components of the lan- 
guage are presented as they exist — as an interre- 
lated, integrated whole. 

Finally, it is important to note that none of 
these featureji inh^^rently requires standard 
forms. What is required is adult-child interaction 
where the focus is on whole language used in a 
meaningful context. As we explored the family 
storybook reading phenomenon, we kept these fac- 
tors in mind as fundamental to the dynamics of lan- 
guage learning. 

Family Ston book Reading 

Aids Literacy Dwelopiiieiit 

Christimt was almost three when she and her 
mother, Karen, shared The Story of Babar, by Jean 
de Brunhoff, Sometimes reading and sometimes 
talking about the story, Karen conveyed the extraor- 
dinary happenings in the life of Babar and sensi- 
tively related them to the everyday world of her 
little girl. In the story, Babars mother is killed by 
hunters and Babar runs away. He runs and runs un- 
til he comes to a town and is befriended by a rich 
elderly hdy who gives him money to buy a fine suit 
ofclothf^s, 

Karen tells Christina what is happening in the 
story, ""He goes into the store,*" she says, ''and he 
goes into the elevator," Karen points to the elevator 
and asks Christina, "Does this look like the old bro- 
ken down elevator in Mommy's office?** 

^^Yes,*" replies Christina, 

^'But this one's not broken,** her mother says, ''It 
goes up and down," Karen returns to the story, '*And 
the man says. This is not a toy, Mr. Elephant, You 
must get out and do your shopping',*" 

In this way, the strange looking elevator, which 
is filled witli an elephant and is supposed to go up 
and down cn the page of the book, is likened to an 
elevator that is familiar to Christina, 

Karen continues reading the story, and a few 
pages later she reads, "Well satisfied with his pur- 
chases and feeling very elegant indeed, Babar now 
goes to the photographer to have his picture taken," 
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Fathers as well as mothers should participate in family stor>*book reading. 



Christina looks at the picture of the photogra- 
pher and says, ''He ftiron him?"" 

"Well, that is the photographer's hair,'' her 
mother explains. **lt looks like ftir, doesn't it?" 

''Um-humTsays Christina. 

Karen reads the writing that appears on the 
page under the photograph of Baban **And here is 
his photograph," she says to Christina. 

Christina doesn't understand, and she ques- 
tions her mom. ^'Photograph?'' she says. 

"That's his photograph, that's his picture," 
Karen ansu'ers. 

Christina is still unsure, and she asks, "Is that 
him?" 

"Usn-humr Karen replies. Then, changing the 
subject, she continues talking to Christina. "This is 
the man's camera," she says. "It's an old-fashioned 
camera. Cameras used to be big like that. 

Christina is back to the photographer, and she 
questions her mother again about the person in the 
picture. 



**That s the photographer^ Karen explains. "Re- 
member the photographer who came to your class 
and took your picture? Did he have a camera like 
that?" 

''Yesr replies Christina. 
"And did he say, ^Everyone look at the cam- 
era"?" 

''Yes," says Christina^ and she and her mother 
continue with the story. 

This pleasant, though unremarkable, exchange 
between a mother and her child as they share a 
slorj'book is a wonderftil example of what is un- 
doubtedly one of the most powerful catalysts for 
young children's language and literacy development. 
It illustrates several of the many ways that children 
benefit from sharing books. What is more, the in- 
sights it reveals have been evident to some degree in 
the shared experiences of every family with whom 
we have worked. 

For example, parents frequently help their 
children understand a new word or concept by re- 
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lating it to something the child already knows. By 
referring to "the old broken down elevator in Mom- 
mas officer Karen helps Christina understand Ba- 
bar*s elevator experience in the story, Karen does 
the same thing in a more elaborate way as she at- 
tempts to help Christina with the concept of Babar 
going to the photographer to have his picture taken. 
"Remember the photographer who came to your 
class and took your picture? Did he have a camera 
like that?" 

Not only the text* but also the talk surrounding 
the text, helps expand Christina's vocabulary and 
concepts. She begins to assimilate the language of 
picture taking— photograph, photographer picture, 
and camera— into her listening vocabulary, and she 
expands her awareness of what having one's picture 
taken means. In every instance, it is this mothers 
intimate knowledge {see Erikson, 1982) of her 
child's background of experience that enables her to 
help her child move from the known to the un- 
known. 

Like most parents, Karen is tuned in to her 
daughter She augments the text in places where she 
intuitively anticipates that there niay be a problem. 
By adding "And the man says" before reading 
This is not a toy, Mr Elephant*," Karen estab- 
lishes who is speaking aC that point in the story. In 
this way, quite possibly without even thinking about 
it. she helos to avoid ^ potential source of confusion 
for Christina, Later, she responds to Christina's 
puzzled query, "He fur on him?" by explaining that 
the photographer has a lot of hair Then she sensi- 
tively adds, "It looks like fur, doesn*t it?" 

In gathering families to participate in our re- 
search (Taylor & Strickland. 1986a), we purposely 
included parents and children of various ethnic and 
educational backgrounds, socioeconomic levels, 
Se'^graphic locations, and family configurations. 
Yet, with all this diversity, certain universals were 
maintained. We found that patents who share books 
with their children often expand and extend the 
content of the stories in natural and meaningful 
ways, Farents seem to sense when such expansions 
are necessary, or when an unembellished reading is 
the best way to share a particular story. 

We have found that when parents and children 
talk about a story they are reading, there is a give- 
and-take, with family discussions reflecting what 



we may think of as genuine conversation. Parents 
appear to talk with their children, not at them, and 
they are more likely to follow their children's lead 
rather than some preconceived agenda of their own. 

It is the child centered, personalized nature of 
family storybook reading that is most evident in 
these families and perhaps that is its greatest asset. 
Yet, a3 researchers interested in the development of 
literacy, we had no difficulty appreciating the cog- 
nitive benefits that were occurring. We knew that 
through family storybook reading, these parents 
were supporting their children's language develop- 
ment. New words and new expressions beyond 
their everyday talk continually appeared in even the 
simplest storybooks. Children's background knowl- 
edge also was given an opportunity to expand as 
they read about familiar things in new contexts, and 
pondered unfamiliar things and happenings. 

These families love stories, and both the chil* 
dren and the parents have favorites. Becoming ac- 
quainted with many stories and'^book binging"on a 
particular story help to strengthen the children's 
sense of what makes a story. An awarenf^ss of story 
structure is critical both for comprehending and 
composing stories. We have observed that as more 
books are shared, children begin to attend to the 
print on the page. They learn that print carries mes- 
sages. Children talk about the meanings of some of 
the words they encounter in print, and ask ques- 
tions about words and letters as they attempt to 
match speech with the text. In very natural ways, 
their awareness of print and the reading process be- 
gins to take shape. We have found positive attitudes 
and a curiosity about books and reading develop as 
parents openly display their enjoyment during the 
sharing. 

While educators ponder the underlying rea- 
sons why family storybook reading is so important 
to the language and literacy development of young 
children, parents usually do not. Our observations 
suggest that most parents approach storybook read- 
ing as they might approach any pleasurable activity 
This is precisely why the activity is so ii:iportant, 
for storybook reading is primarily a family occa- 
sion, and when parents share stories with their chil- 
dren they do not deliberately set out to give 
language lessoiis. Nevertheless ^ all kinds of lessons 
about language and thinking do occur. Learning be- 
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gins with the genuine interest that parents and chil- 
dren have in one another It takes place as family 
members share the content of the story* and extends 
beyond the story as parents and children talk about 
the words written on the page. 



Sharing Ston^books: 
A Socializing Process 

In many ways* sharing storybooks with young 
children is a celebration of family life. As parents 
and children listen* talk, read, and play together, 
they learn about themselves, one another, and the 
social world in which they live. It is an intimate oc- 
casion that cannot be staged. Family storybook 
reading grows quietly in the home until it becomes 
a part of everyday life, with rituals and routines that 
seem to fit the needs and interests of individual 
family members. 

Marie Ellen works three days a week* and her 
daughter* Rachel, is in a family day care program. 
Marie Ellen leaves Rachel with the day care family 
on her way to work and picks her up on her way 
home. Rachel has listened to stories since she was 
bom* and both her mother and father read to her. 
When Marie Ellen talks of sharing books* *she calls 
it '*our golden time^ and says* ^'It^s something that 
we really like to do.** For Marie Ellen, storybook 
reading is almost an extension of breast-feeding her 
little girl. Storybook reading provides RacheVs fa- 
ther* Larry* with the opportunity to learn more 
about his daughter. Larry and Rachel have learned 
to have fun together as they share books* and now 
they have their own way of reading as they joke and 
play. 

The Garcia family also has found a special way 
of sharing books. Books are read in both English 
and Spanish. Raphael, age six, listens to the stories 
with his linle sister* Maria* age two. When their 
mother. Carmen, begins reading the story of Hester 
the Jester by Ben Shecter, she starts in English. 
Raphael and Maria listen* and ask questions about 
the story. Carmen answers them, and then she gives 
a Spanish translation of the story. It is a family 
time, and the children enjoy listening to their 
mother as she reads and talks to them in the English 
and Spanish of their bilingual home. 



Some parents have told us that they found it 
hard to talk to their tiny babies* and spoke of hav- 
ing to learn how to play with them. Several parents 
said that storybook reading helped them relax. One 
young mother commented that reading to her child 
helped ease the first lonely months of staying home 
with a new baby. Working parents said that story- 
time became a special time of closeness that would 
be difficult to achieve in any other way. Families 
managed to adjust their routines as new children 
came into the picture, and a range of interests and 
abilities began to emerge. Whatever the individual 
styles and preferences of parents and children, the 
sharing of storybooks developed over time ana 
gradually became an important part of family life. 

The communication surrounding storybook 
reading is one means by which families establish 
relationships and a sense of family. Although book 
sharing is only one way families transmit ideas, at- 
titudes, and values* it is an important one. Parents 
rarely select a book to read because of a pailicular 
message it conveys; nevertheless, they often em- 
phasize the message if it agrees with their own view 
of life. The use of books to convey attitudes and 
ideals is an important part of the message itself. In 
effect* the parent is spying* '*We can read about im- 
portant ideas* and we can talk about them. We can 
relate what the book says to our own lives. Books 
help our family communicate.'^ 



Ston book Reading in the Schools 

Caregivers and classroom teachers can use 
what has been learned about the dynamics of family 
storybook reading to plan for and analyze shared 
book experiences in their classrooms. Most early 
childhood teachers include storybook reading in 
their daily plans, and most value read aloud ses- 
sions as an enjoyable activity that fosters language 
development. 

Frequently, teachers are unaware or only 
vaguely aware of the many cognitive and social t^i- 
mensions of storytime, and therefore they may not 
make the most of it. More importantly, when teach- 
ers underestimate the value of reading aloud to 
children, they often turn to skills related worksheets 
and workbooks to meet the ever increasing de- 
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mands for formal literacy programs, A literature 
based language and literacy program from the very 
earliest years rovides a structure that is both devel- 
opmentally appropriate and effective in helping 
children acquire language and literacy. 

In Jariice Odoms urban prekindergarten. the 
read aloud time is followed each day by a period in 
which children may selea books to "read'* indepen- 
dently in groups or as individuals. It is not surpris- 
ing that most of the books selected have been 
prevtously read to the group as a whole. Children 
find a book, a pillow, and one or two friends to 
share a story. Readers may be heard to ask, **And 
what do you think will happen next?"* as they reen- 
act the teacher's reading aloud of a familiar story. 
Two children may snuggle in a comer taking turns 
**readtng'' to one another. 

Next door to Janice, the two and three year 
olds in Maxie Parry's group love to share books 
with adults one-to-one. Reading aloud takes place 
at various times during the day, often upon a child's 
request. Because Maxie believes one-to-one read- 
ing to be an essential daily experience, she recruits 
numerous volunteers to supplement the teachers 
and aides available, 

Maxie is aware that many of the adult volun- 
teers have limited reading abilities themselves and 
may be shy about reading aloud. She delicately en- 
courages them to share books by helping children 
name objects and talk about the pictures. It is not 
uncommon to see a senior citizen seated in the 
rocking chair in this classroom with one child 
perched on his or her lap and another peering over 
the arm of the chair listening intently, Maxie recog* 
nizes that much of the value of these exchanges lies 
in the personalized social interaction and oral lan- 
guage opportunities they offer, 

Joyce Jennings, a teacher of four and five year 
olds in a suburban kindergarten, starts each year by 
using storybook reading to develop a sense of com- 
muraty in her classroom. She selects books such as 
Will I Have a Friend? (Cohen, 1967) and Vte 
Growing Story (Krauss, 1947) to stimulate children 
to talk about themselves. The books provide a 
springboard to talk about who th^ are, what is spe- 
cial about each of them, what th^ want to learn, 
and what they can do now that they couldn't do 
when they were little. These discussions help her to 



get to know the children and to help them get to 
know one another. Each child is encouraged to de- 
velop a sense of self both as an individual and as a 
member of a group, Joyce sees the bonding begin 
to take place within a few days. 

Throughout the year, Joyce keeps storytime as 
relaxed and as cozy as possible. She purposely se- 
lects books that allow the group to share feelings as 
well as information. The children are anxious and 
sad when they share a story in which a smalt child 
loses her dog; they giggle with delight when they 
hear of the plant that grows right througlt the ceil- 
ing; they understand the feelings of the child who is 
afraid to spend the night away from home without 
his teddy bear. 

The children respond to literature in a variety 
of ways. Most often, they simply discuss the story, 
both during and after the reading* Sometimes they 
may draw pictures of something relating to the 
book, or they may draw or write about a favorite 
part of the story. Sometimes they dictate a group 
chart. The chart may be a group retelling, a list of 
ideas relating to the reading, or a series of senten- 
ces telling what they liked about the story. Some 
stories lend themselves to creative dramatics, and 
some naturally seem to suggest various art and mu- 
sic activities for follow up. 

Whenever possible, Joyce interviews two or 
three children after a read aloud session in order to 
personalize their responses. Telling them that she is 
very interested in what they think, she uses a pad 
and pencil to take notes during their brief one-to- 
one conversations. When the children see her writ- 
ing, they know she genuinely cares. Joyce uses 
these interviews as informal observations of chil- 
dren's language and concept development. This 
procedure helps her to "liine in** to the children as 
individuals as she attempts to stimulate the person- 
alized quality of storybook reading, 

Suzanne Wiedenheft, who teaches in a small ru- 
ral school, reads aloud at least once a day to her kin- 
dergarten children. Often^ the books she selects 
complement a theme that the children are snidying. 
Recently, Suzanne and her children read books 
about mice. Their interest began when they shared a 
version of The Country Mouse and the dry Mouse 
that was a part of the readiness program used in the 
school system, Suzanne elaborated on the theme by 
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Functional Uses of Print 

Children need to be given frequent opportunities lo use print and to see prim being used 
functionally. Here are two examples from classrooms where teachers are providing these 
opportuniues. 

This sign up sheet was located on the door to Deborah Davis's second firjdc class- 
room. Her students became very adepl at reading aloud* telling stories, and reciting po- 
etry for other classes. 



Please sign up if you would like a 
Poet 

Storyteller 

Book read aloud to your class 


Teacher's Name 


Ptxst 


Storyteller 


Read Aloud 



























The chart below was located on the wall of Annette Ayerss first grade classroom. 
Children were encouraged to enter their fevorite titles whenever they wished. 



Recommended Book List 


Title 


Author 


Reader 



























DoUinih Davis and Annette AycTs 
R S. 220 
New York. New York 
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introducing other versions of the story. 

The children found many differences between 
the various versions. For instance, in one version 
the mice were female, and in another they were 
male. In one story, the country mouse lived in a 
tree stump, and in another, it lived on the edge of £i 
field, After Suzanne and the children had read and 
talked about the stories, they talked about the 
makeup of the books. They discussed the different 
sizes and shapes of the books, the layout of the 
pages, and the artwork. 

When Suzanne works on a theme in this way. 
she tries to read poetry, folk literature* and a vari- 
ety of storybooks. On this occasion^ one of the 
''mice" books that she read was Mooch the Messy 
(Sharmat, 1976). The children looked at the cover 
of the book, and Suzanne talked with them about 
the title and the author When they came to the ded- 
ication page, they talked about how an author dedi- 
cates a book to someone special. Suzanne 
explained that this particular dedication meant that 
the author, Marjorie Weinman Sharmat (and she 
showed them the name on the cover), had written 
Mooch the Messy especially for Fritz. Immediately, 
one student asked, '*So how come you've got it?" 
This comment stimulated further discussion, and 
Suzanne gained new insights into the children's 
thinking. 

Suzanne^s children are particulariy lively and 
talkative during read aloud time. Although some 
might consider the talk distracting, Suzanne skillfully 
manages to accept all the children*s questions and 
comments, while still keeping them on target. As we 
have indicated, she is particularly adept at using sto- 
rybook reading to develop her children^ thinkiiig. She 
may begin the reading by using the book jacket and 
title to elicit predictions about the story. She asks chil- 
dren to give reasons for their guesses through ques- 
tions such as, "What was it about the title or the 
picture that made you think of thatr In this informal 
way. Suzanne guides the children toward thinking 
about supporting evidence for their inferences. All 
predictions are accepted and then confirmed or dis- 
confirmed as the story proceeds. During the reading, 
children also may be asked to make predictions about 
what will happen next. 

Suzanne also uses these stories to extend first- 
hand experiences, but never to replace them. As 
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she ri'ads, she relates the information in the stories 
to everyday experiences. The mice in the stories 
lead to discussions about real mice, which are 
abundant in their rural location. The children draw 
pictures of mice, and each child makes a "mouse 
house.*' The front door of the house becomes the 
cover of a story that the chiJd writes on the pages 
stapled inside. 

Like parents who constantly draw on the expe- 
riences they have shared with their children, these 
teachers use classroom experiences as a basis for 
relating new ideas to old. Listening to and respond- 
ing to books is viewed as a vital resource for build- 
ing background knowledge, fostering language 
developmentt linking reading to writing, develop- 
ing a sense of story, and building positive attitudes 
about books and print (Strickland, 1987; Taylor & 
Strickland, 1986b). 

Admittedly, storybook reading in the class- 
room will never replace family storybook reading 
at home, nor should it. We do believe, however, 
that schools can benefit from studying how young 
children learn in other settings, especially the 
home, and can apply that information to improve 
the learning environment. 
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Literature for Young Children 

Bcniicc E. Ciillin;(n 



A superalmnikiiloe of good hooksi; iiwaits chil- 
dren due to a virtual explasioii in publishing 
for the vQry young. Brightly colored books or 
soft flannel pillow books can become a part of 
a child's life from the \'er>' beginning. Board 
books, participation books* and easy to read 
books pa\'e children's way to independence in 
reading. Whether children benefit from this 
Vast array of beautiful books depends entirely 
upon the adnlts in their lives. If you huve 
young children of your own or work with 
them in day care centers or inirsery schools, it 
is important that you find out about chil- 
dren's books and make them available. Vou 
will enrich children's li\x?s and yonr o^vn as 
well. 



On my desk. 1 have a photograph of my 
friend Kathy Harwood reading to her 
daughter Elizabeth on the day she was 
born. I take great pleasure in looking at that photo- 
graph, not only because it shows people I love, but 
also because it represents something I firmly be- 
lieve in— reading to children. Books will be an im- 
portant pan of Elizabeth's life, I know that Kathy 
continues to read to Elizabeth every day and that 
both mother and daughter take great joy in their 
shared experience. 

Childhood is a time of joy and a period of great 
learning. What can we do during the early child- 
hood years to assure learning in the midst of joy? I 
find that the answers to this and other such ques- 
tions lead me to literature. This chapter explores 
various types of literature for young children and 
documents the ways in which books can make a 
difference in children's lives. 

The purpose of this chapter is to (1) show that 
literature makes a difference in children's lives, (2) 
develop criteria for selecting books for young chil- 
dren, and (3) identify outstanding books by notable 
authors and illustrators that help us give the gift of 
literacy to our children. Books can play a signifi- 
cant role in the life of a young child, but the extent 
to which they do so depends entirely upon adults. 
Our children have a literary heritage; adults must 
see that they receive their legacy. 

Literature Makes a Difference 

ill Children's Lives 

Children who learn to read early are ones 
who have been read to* Although just how early a 
child needs to learn to read leads to a philosophical 
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debate, we do know how it happens. Learning to 
read naturally is quite different from being **taught" 
to read. Studies of early readers looked at children 
who "picked it up on their own" without direct in- 
struction. Relationships between learning to read at 
an early age and being read to have been docu- 
mented again and again. 

An early study by Durkin (1966) showed that 
children who learned to read before entering first 
grade had been read to by siblings, parents, or an* 
other caring adult. Neither race, ethnicity, socio- 
economic level, nor jq distinguished between 
readers and nonreaders; the differences lay in ac- 
cess to print, being read to, valuing education, and 
early writing. Durkin called the readers "paper and 
pencil kids" who liked to make marks on paper. 
Studies by Clark (1976, 1984), Hall (1987), Mor- 
row (1983), Teale (1984), and White (1984, 1954) 
underscore and extend Duikins findings. 

Children's language development is en^ 
riched by exposure to literature* Chukovsky 
(1963), a Russian poet, said that beginning at age 
two, every child becomes a **linguistic genius'' - 
one who learns language rapidly and plays with its 
forms. In one of Chukovsky's examples, Yurochka 
asks her mother, **Say, Mother, when 1 was bom, 
how did you find out that I was - Yurochka?'' (p. 
36). In another, three year old Nata pleads, **Mom- 
mie> sing me a luUaby-ly song!" (p. 4). 

The phenomenal growth in children's language 
causes us to wonder where and how children dis- 
cover so much so fast. Although language is not 
learned solely by imitation, a rich language envi* 
ronment stimulates growth (Cazden, 1972). 
Chomsky (1972) found a strong positive relation- 
ship between children's linguistic development and 
their exposure to literature. The more advanced the 
stage of linguistic development, the greater the ex- 
posure to literature. 

Children^ later educational achievement is 
related to early experiences of listening to sto- 
ries. \^fe|ls (1986), a British linguist, spent fifteen 
years conducting a longitudinal study of thirty-two 
children from shortly after their first birthday until 
the last year of their elementary schooling. In The 
Meaning Makers, WsUs presents case studies of six 
of those children to identify the major linguistic in- 
fluences on their later educational achievement. 



Wells found that stories are the way children make 
sense of life; stories give meaning to observable 
events by making connections between them. 

It is clear that the number of stories children 
heard before schooling had a lasting effea. Rosie, 
who listened to no stories prior to school entrance, 
continued to lag at the end of elementary school. 
Jonathan, who had listened to more than 5,000 sto- 
ries in that same period, was at the top of the class 
in literacy related activities. Jonathan understood 
his world in a way that Rosie never could kiiow. He 
felt the joy of making sense of the mystery of print 
in the sudden realization, ^'I can read,"" a major step 
in the process of growing up. Knowledge of literacy 
at age five was directly related to reading compre- 
hension at age seven. Repeated demonstrations of 
literate behavior serve as models for young 
learners. 

In a similarly convincing study, Butler (1980), 
a New Zealand researcher, described the part 
played by books in the early development of 
Cushia, a severely handicapped child. Books be- 
came important to Cushla at a surprisingly early 
age, and almost by accident. Because she was un- 
able to hold objeas, crawl, sit up^ or watch what 
happened around her, books became her chief 
mea^is of learning as well as her chief source of de- 
light. Although doctors believed that Cushla was 
mentally retarded, when she was tested at three 
years, eight months, her intelligence was assessed 
as being well above average. She was a happy 
child, well Ijked by other children and able to join 
in many of their games. Her parents' padence, ac- 
ceptance, and love had borne fruit. They had used 
stories to calm her through long hospital stays and 
sleepless nights. Studies by Clay (1979), Butler 
and Clay (1979), Doake (1985, 1986), Taylor 

(1983) . Taylor and Strickland (1986), Baghban 

(1984) , Teale (1984), Heath (1982), Ferreiro and 
Teberosky (1982), Goodman and Altwerger 
(1981), and Mason (1980, 1983, 1984) support and 
extend these dramatic findings. 

Children build their storehouse of language 
from their cominunicative experiences and de- 
velop their concept of story from the stories they 
hear* Harste, Burke, and Woodward (1984) de- 
scribe children feeding their "linguistic data pooP 
from language encounters and drawing what they 
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need from that data pool in subsequent language 
encounters. King and Rentel (1981, 1982, 1983) 
found that children imitate and adapt from stories 
they hear as they create their own stories. One child 
borrowed fineely from The Ugly Duckling,'' Frog 
and Toad, The Ginjerbread Boy," and "Little Red 
Riding Hood" as he packed elements from each 
into his own original creation. Literature is re- 
flected in the content and form of children's lan- 
guage and their stories , Blackburn (1985) 
described children's use of stories they had heard in 
stories they wrote as "borrowings*' in a cycle where 
stories never end. 

Criteria for Selecting Books 
for Young Children 

Good books for young children have interest- 
mz language. Since children are 'language 
sponges" that soak up words around them, we want 
the language in their books to be worthy of emula- 
tion. The words should have a rhythm of their own 
and fell harmoniously on the ear. There is no need 
to worry about the level of difficulty of books read 
aloud since children readily adopt words they hear 
as a part of their own vocabulary. The context and 
the illustrations make the meanings of these words 
clear, Moe (1978) found that many excellent pic- 
ture books use only thirty to forty different words 
bLt are far richer than most of the controlled vocab- 
ulary books. Look for books with language that 
sounds the way natural language sounds* 

Books for young children should present expe- 
riences that have a connection to their Uves, This 
does not mean that books should deal only with fa- 
miliar experiences since books are experiences in 
themselves* and learning from books is a time 
proven strategy. Children draw parallels from 
books* however* to the events and characters in 
their daily life, Dorodiy White kept a diary in 
which she recorded the books she read to her 
daughter Carol from birth to age five and noted 
C^rs responses to these Books before Five (1954, 
1984), In one entry made when Carol was three 
and one-half* White reflects 

Animals of farmer Jones became that 
year one of Carors best loved books and 
Farmer Jones himself a household myth 

Literature for Young Children 
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hkc Mother Goose, She developed a pas- 
sionate interest in animal diets, "What do 
tigers eat? What do fishes eat? What do 
birds?" Throughout [the year] we were 
answering such questions, and ahhough I 
have not read this story for the last 
six months it is still part of her back- 
ground, A good children's book is like a 
gifted man in an obscure place, [t is not 
easy for an observer outside the circle to 
estimate just how farorhoiV deep that in- 
fluence may reach. 

Because young children's coordination is not 
well developed, they need books with sturdy dura- 
ble pages. Sturdy books for babies are made from 
cardboard (board books), cloth, or plastic fabrics. 
Such books withstand chewing, dribbles, and other 
mishandlings. 

Finally, in choosing books for children, select 
those that you yourself like. Your enthusiasm in 
sharing books with a child will influence the child s 
response. Pick a book that appeals to you, match it 
to your child's interests and level of development, 
and you're suie to have a winner. In summary, you 
may wish to use these criteria in selecting books for 
young children: (1) rhythmic language, interesting 
vocabulary; (2) within the conceptual level of the 
child; (3) sturdily constructed; and (4) ones you 
like yourself. 

Outstanding Books 
for Young Children 

The books listed are reviewed in three major 
clusters: books for infants (birth to twelve months); 
books for toddlers (one to three years); and books 
for preschoolers (three to six years). These broad 
developmental ages provide rough guidelines for 
selecting books. It should be noted, however, that 
children cling to favorite books for many years af- 
ter diey have supposedly outgrown them. In the 
same way, children will reach up for a book diat is 
purportedly *^oo old" for them. 

Restricting books for a particular age group is 
sheer nonsense; follow your child's lead in selecting 
appmpriate books. For convenience, poetry and 
folklore are listed under a specific age group, but 
diis in no way should limit dieir use. Children need 
poetry and folklore every day and every age, 
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Books for Infants 

(Birth to Twelve Moiitlis) 

Tomie dePaola's Mother Goose. Sing and say the 
old rhymes as you rock, bathe, and feed the 
baby. 

Max's First Wyrd. Share the joy of a young rabbit's 
first word. 

Red, Blue, Yellow Shoe. Point to the objects as you 
label them. 

Singing Bee!: A CoUeciion of Favoriie Children 's 
Songs. Songs make good companions for travel- 
ing, rocking, and playing with a baby. 
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Mother Goose and Nursery Rhymes 

The earliest literature shared with children, 
more often sung and recited from memory than 
read, often consists of Mother Goose and nursery 
rhymes. Some modem young parents missed the 
nursery rhymes themselves because they were bom 
in the television generation and teamed Big Bird's 
songs instead of the old verses. Although contem- 
porary rhymes are fine, our children deserve the 
touchstones of a literary education encompassed in 
the old verses. The books will help parents and 
children share the legacy of Mother Goose 
together, 

Tomie dePaola. Tbmie dePaoia 's Morher Goose 
(Putnam, 1985) contains the stamp of his distinc- 
tive art with sharp, bold, clear lines and generous 
use of white space. All the old familiar verses 
dePaola includes become favorites that children 
want to hear repeatedly and leam by heart quickly, 

Arnold Lobel, The Random House Book of 
Mother Goose (Random House, 1986) is an illus- 
trated collection of familiar and less familiar 
rhymes. Label breathes new life into the traditional 
rhymes with his comic illustrations and graphic art. 



Marguerite de Angeli, Marguerite de Angeii's 
Book of Nursery and Mother Goose Rhymes (Dou- 
bleday, 1954) is a comprehensive collection of the 
old verses illustrated with charming muted vi- 
gnettes of quaint children. This book is considered 
something of a classic among Mother Goose 
books, 

Brian Wildsmith, Brian Wildsmirh's Mother 
Goose (Oxford University Press, 1982) is a bold 
contrast to de Angeli*s muted tones, Wildsmith de- 
picts his characters and their plights with deep pur- 
ples, fiichsias, and strong geometric pattems such 
as hexagons. 

Books for Babies 

New mothers often ask me when they should 
start giving books to their children, and I reply, 
'^right now," no matter how young the child, I tell 
them about Kathy Harwood and tum to the photo- 
documentary of David Doake's son> Raja, who was 
read to on the day he was bom and virtually every 
day following (Doake, 1986), 

Both Doake's and Harwood's children leamed 
early that books provide a special way of communi- 
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eating with parents. Although babies and toddlers 
will not understand every word, just as they don't 
understand every word spoken to them, they even- 
tually will begin to piek up meaning from the eon- 
text of the situation and soon ean select a favorite 
book from among several on a shelf. In these early 
days, the literature is read aloud or sung as nursery 
songs. As soon as a ehild ean grasp a book, how- 
ever, there should be books to grasp. These books 
need to be durable, washable* and ehild proof; 
many are board books or made from eloth or plas- 
tie fabries, 

Helen Oxenbury, Playing, Dressing* Working, 
Friends, Family (Baby Board Book Series, Simon 
&Sehuster, 1981) all feature a droll plumpish baby 
with wispy hair doing what babies do-banging on 
pots, putting elothes on backwards, or "helping" 
with the housework. The books are perfect for the 
labeling and pointing stage when children repeat- 
edly identify "baby,"" '^Mommy,'' or "shoe," Ocher ex- 
cellent series by Oxenbury include Mothers 
Helper, Shop-ying Trip, Beach Day, Good Night* 
Good Morning, and Monkey See, Monkey Do 
(Dial, 1982); Clap Hands, All Fall Down, and 
Tickle. Tickle (Maemillan, 1987); and / Can. I 
Hear* I See, and / Touch (Random House, 1986). 

Rosemary Wslls, Max's First Vtbrd, Max's New 
Suit, Max's Ride, and Max's Toys: A Counting Book 
(Dial, 1979) were the first high quality board books 
to be done by an established author. In fact, these 
books are acknowledged as making the genre re- 
spectable. Max, a child in the guise of a rabbit, re- 
mains mum while his sister Ruby tries to get him to 
say "cup,"" '^egg," '^broomT TishT "apple," or **yum- 
yum" in Max's First W)rd. Max surprises Ruby and 
us when the first word he speaks is "delicious," 
Wells also follows Max in another series, Max's 
Breakfast, Max's Bath, Max's Birthday, and Max's 
Bedtime (Dial, 1985), 

Tana Hoban, Red, Blue, Yellow Shoe and 
Panda> Panda (Board books, Greenwillow, 1986), 
/, 2, 3: A First Book of Numbers and What fs h ?: A 
First Book of Objeas (board books, Greenwillow, 
1985) show what a talented photographer can do in 
presenting concepts to very young children, 
Hoban's crystal clear photographs sparkle with 
clarity as she focuses on animals and objects in a 



child's world. Children learning language will 
name the objects and animals as many times as you 
help them turn the durable, colorful pages, 

Beatrix Potter, Meet Peter Rabbit, Meet Hunca 
Mimca, Meet Jemima Puddle-Duck^ and Meet Tom 
Kitien (Beatrix Potter Board Books, W^me, 1986) 
feature carefully selected and authorized illustra- 
tions from the original Beatrix Poner books to cast 
the beloved animals in board books for very young 
children. The illustrations are authentic Power, but 
the text is not; simple sentences describe what is 
going on in the illustrations. These books cannot 
substitute for the real thing, but they are artistically 
sound and can be used much earlier than Beatrix 
Potter s magnificent books. 

Nursery Songs 

1 have often said, ^'Give me a rocking chair, a 
baby, and a lullaby and Tm at the gates of heaven,*' 
Although this may not describe complete happiness 
for everyone it does for me. There are many excel- 
lent books — some collections, some individual 
songs— that will keep you singing to your children. 
If you work with young children, you know the 
magic a good song can work, 

Jane Hart (compiler). Singing Bee!: A Collec- 
tion of Favorite Children's Songs, illustrated by 
Anita Lobel (Lothrop, Lee, & Shepard, 1982) is a 
book tha* everyone who works with young children 
needs. It is filled with 125 wonderful nursery songs 
(with piano accompaniments and guitar chords) 
that are magnificently illustrated by Anita Lobel, 
Lobel uses the concept of a little theater to bring 
unity to the book; the characters play out their 
scenes against stage frames and backdrops. Most of 
the songs are based on traditional rhymes, but a 
few modern favorites, such as *The Bus Song,'* are 
included. 

Merle Peek. Roll Over!: A Counting Song 
(Clarion, 1981) and Mary Wbre Her Red Dress & 
Henry ttbre His Green Sneakers (Clarion, 1985) 
are rollicking songs that call for participation. In 
the counting song, a boy is in bed with nine ani- 
mals. Each time u*ey roll over, another animal falls 
out of bed. In the other, a traditional folk song ap- 
pears in counterpoint to a story of Katy Bear*s 
birthday party. 
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There are numerous individual songs illus- 
trated by noted artists. Look for these: Aliki, Go 
Tell Aunt Rhody {Macmillan, 1974); Margot 
Zemach, Hush, Linle Baby (Dutton, 1976); Harve 
Zemach, Mommy, Buy Me a China Doll, illustrated 



by Margot Zemach (Follett, 1966); John Langstaff, 
Oh, ArHunting We Will Go, illustrated by Nancy 
Winslov. Parker (Atheneum, 1974); and Peter 
Spier, The Fox Went Out on a Chilly Night (Double* 
day, 1961). 
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Books for Toddlers 
(Ages One to Three Years) 

Pal the Bunny. Let your child smell the flowers, 
feel Daddy*s scratchy face, and stick a finger 
through Mommy*s ring. 

Noixr Can Go. See if there are any similarities 
between your child and the one in this story who 
must take all her favorite toys on a short outing 
away from home. 

Finger Rhymes, Play "eensy weensy spider," "this 
little piggy," and all the other wonderful finger 
games with your children. Th^'Il soon know 
them on their own and ask you to play. 

When the Dark Comes Dancing, Bedtime is just the 
right time to sing your child to sleep with the 
soothing verses of lullabies and night songs. 

Goodnight Moon, Read this classic at bedtime until 
you and your child know it by heart, then read it 
some more. 
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Birtjcipatjon Books 

It would be wonderful to again see the world 
through the eyes of a toddler: a dewdrop on a 
fiower petal becomes a sparkle of enchantment; a 
crack on a sidewalk is a mystery to be explored; a 
surprise page turned in a book must he repeated 
time and again, with each repetition bringing 
squeals of delight. For this wondrous age, there are 
beautiful and exciting books waiting to be discov- 
ered. 

Dorothy Kunhardt. Pat the Bunny (Western 
Publishing, 1940) has entertained three genera- 
tions. It simply shows what F^ul and Judy can do 
and invites the reader to do those things, too. F^ul 
and Judy play peekaboo, smell fiowers, wave bye- 
bye* aiKi do other things children willingly try. It is 
a must for all toddlers. 

Eric Hill. Whereas Spot? (Putnam, 1980), 
Spoii First V/hlk (Putnam, 1981), Spot Goes lo the 
Qrcus (Putnam, 1986), Spot Goes to the Rmn* and 
Spofs First Picnic (Putnam, 1987) feature lift the 
flap pages that keep children searching for the lov< 
able dog. Spot, or for the things Spot chases 
throughout his escapades. Children never tire of 
following Spot through his various adventures. 

Finger Plays 

Who can resist playing *Hhis little piggy went 
to market" with a baby's toes? Or playing '"eensy 
weensy spider went up the water spout** with a tod- 
dler? These old song games delight children and 
beg to be repeated until th^ are memorized. Tod- 
dlers sing them to themselves during play and as 
th^ fall asleep. 

Marc Brown. Finger Rhymes (Dutton, 1980), 
Hand Rhymes (Dutton, 1985), and Play Rhymes 
(Dutton, 1987) are filled with bouncing lyrics that 
enchant youngsters. Old favorites, such as "Fm a 
little teapot/ short and stout/ Here is my handle/ 
Here is my spout^ have children acting out the 
movements in Jig time. Guides to appropriate 
actions appear in the illustrations. 

Tom Glazer. Eye Winker Tom Tinker Chin 
Chopper (Doubleday, 1973) is indispensable be- 
cause it contains so many old favorites. ^'Here is the 
church/ Here is the steeple/ Open the door/ And 
see all the people," "P^t-a-cake, pat-a-cake, baker's 



manT and the title song illustrate the variety of the 
popular selections. The author gives guitar chords 
and piano arrangements for each rhyme. Tom 
Glazer adds to the variety in Music for Ones & 
Twos: Songs and Games for the Wry Young Child 
(Doubleday, 1983), Tom GlaZers Treasury of Songs 
(Doubleday, 1988), and Do ^ur Ears Hang Low? 
(Douhleday, 1980). 

Beginning Picture Storybooks 

Beginning picture storybooks tell a story 
through a combination of extensive illustrations and 
few words. The story lines deal with everyday situ- 
ations in a child's life or with animals in childlike 
situations. Picture storybooks are especially appro- 
priate for the young child because the stories are 
simple and the illustrations are strong and clear. 
The books listed represent Just a sampling of the 
wealth of picture books that await children in pre- 
school and primary school years. 

AnnJorias. When )&« Were a Baby {Greenml- 
low, 1982), Where Can h B^? and Now We Can Go 
(Greenwillow, 1986), The Quilt (Greenwillow, 
1984), and The Trek (Greenwillow, 1985) all fea- 
ture just what young children need in their early 
picture storybooks- a clear plot, a sturdy design, 
and surprise! In one book, Jonas catalogs the things 
a child could not do When )&« U^re a Baby and 
closes with, **But now you can!*' In another, she 
shows a child insisting on packing all her toys be- 
fore agreeing that Now We Can Go. In Wliere Can 
It Be? a child searches behind lift the fiap doors 
and under the covers for that special blanket. In a 
happy ending, friend Deborah rings the doorbell 
and returns the blanket; it had been left at her 
house. An engaging child looks at The Quih to re- 
call the origin of the patchwork designs-her baby 
pajamas or first curtains— as she settles down for 
the night. In ber dreams, the scenes on the quilt 
come to life while she searches for her stuffed dog. 
The Trek is a girl's delightful search for imaginary 
animals hidden in the shrubs and trees that line the 
path to school. Jonas is adept at pacing a plot and 
sure in her strong graphic images; her books cele- 
brate universal feelings ahout childhood. 

During the Me Museum project, Anderson 
and Suntken select many old favorites for story- 



Literature Vounft Children 



ERIC 



53 



41 



You <]aii Tsc 

Me Museum 

W; believe thai every child is a unique and special individual. Our belief reflects the 
philosophy of our school and is expressed through the ways we work wilh ehildren in 
building a sense of community and through the curriculum we develop. For example, in 
our social studies curriculum for four and five year olds* wc focus on the childrens im- 
mediate world-self* home, and family. 

begin the year with the unit on self* placing a great emphasis on the uniqueness 
of the individual as we encourage children to develop positive self-concepts, lb accom- 
plish this, we plana variety of activities around the question* "Whais special about me?" 
Shared experiences help children to feel good about themselves* to know each other bet- 
ter and to begin to expand their world. Through the theme of "Self**" we develop several 
concepts: each person is a unique and special individual; people are aJike in some ways 
but different in others; and every person has feelings and preferences. We sec the study of 
Self as a bridge to the study of "Home" and "Family" which follow as we help children 
expand their views of the world. 

In recognition of the uniqueness of each child* we have developed a special project to 
honor children in a weeklong celebration called the "Me Museumf Beginniiig in Octo- 
ber, we feature two children each week in our classroom Me Museum. send home a 
calendar listing dates the various children will be featured. The Me Museum, located 
atop two shelves in the center of the classroom* is a display of several items of special 
significance to the child featured. In any given week* there will be photographs of the 
children when they were younger* photographs of family members* carefully kept re- 
cords in baby books^ infant shoes* baby clothes* christening outfits* pictures or recipes of 
favorine foods* rattles* and favorite toys. 

During the week the materials are on display* the child shares details with class- 
matess writes about the collection, and celebrates aspects of his or her early life. Favorite 
books from early childhood are frequently a part of the display. Several of these books 
are read to the entire cJass during storytime. Occasionally* a favorite recipe is prepared in 
the classroom and enjoyed for a snack. 

When children bring in their bags full of memorabilias one of us sits with them and 
asks them to calk about each item. W& help organize the exhibit by labeling the items* and 
we encourage the child to tell the class what is special about each. We take dictation about 
each item and make up a descriptive card for each. When all the dictation is completed* 
we help children to assemble the exhibit and place things where they want them. Because 
parents must work with the children in compiling these treasures, the project facilitates 
communication betv^en home and school and provides another opportunity for parents 
to become involved in what their children are learning at school. 

At the end of the tt'eek, wc dismantle the museum* and the featured children have a 
"show and teir about each item in front of the entire class. The children always seem to 
derive pleasure from this and feel very special. The children have been so enthusiastic 
about the Me Museum that they have requested that we teachers exhibit special things 
from our lives. 

Judith Anderson ami Jarw; Sunikon 
Friends Seminary 
New York. New York 



time, including Evans Corner (Elizabeth Hill, 
Holt, 1967), AliLXander & the Terrible. Horrible. 
No Good, Very Bad Day (Judith Viorst, Macmilian, 
1972), Just Me (Marie Hall Ets, Viking, 1965), 
Dandelion (Don Freeman, Viking, 1964), Whistle 
for milie (Ezra Jack Keats, Viking, 1964), What 
Mary Jo Shared (Janice Udry, Whitman, 1966), 
and Lets Be Enemies (Janice Udry, Harper, 1%I). 

Nancy Tafiiri. Have You Seen My Duckling? 
(Greenwillow, 1984), Do Not Disturb (Greenwil- 
low, 1987), and Early Morning in ;he Barn 
(Greenwillow, 1983) draw the viewers eyes to the 
visual subplots hidden in the pictures. In Have You 
Seen My Duckling? a baby duck scampers through 
the reeds and tall grass while mother duck searches 
high and low. The child looking at the book be- 
comes a willing helper, pointing out, "There she is, 
inonuny duckV" Do Not Disturb follows a family on 
a camping trip where they disturb the creatures of 
the forest all day long with their splashing and 
banging. At night, the animals retaliate by making 
their own nocturnal noises, causing the family to 
fiitilely hang a sign, "Do not Disturb" on their tent. 
Early Morning in the Bam pictures a proud rooster 
awakening the barnyard animals with a "cock-a- 
doodle-door A little chick replies, "cheep^ awak- 
ening two cUier chicks to run through the barnyard 
searching for their mother They are greeted by all 
the other creatures, who jr^^r^ond in their character 
istic ways. Then, in satisfying fashion, the chicks 
return to their mother who has food waiting for 
them. 

Margaret Wise Brown. Goodnight Moon, il- 
lustrated by Clement Hurd (Harper, 1947), has be- 
come a classic in less than fifty years. The simple 
bedtime story features a little rabbit who lies snug 
in his bed and says goodnight to everything in his 
room. Through the window, you can see the moon 
rise and cross the heavens as the light and shadow 
inside the room glow and glimmer on the sleepy 
rabbit. 

Poetry 

Poetry is a natural language for young chil- 
dren; they respond to its rhythms and bounce to its 



rhymes. There are several comprehensive collec- 
tions especially designed for young children, but 
you can find many appropriate poems in collections 
aimed at a broader audience. 

Jack Prelutsky, compiler. Read-Aloud Rhymes 
for the Very Young, illustrated by Marc Brown 
(Knopf, 1986), features poetr>' selected from the 
best poets across the ages. In an introduction to this 
collection, Jim Trelease, author of 77?^ Read-Aloud 
Handbook, says that everyone knows children are 
great asking tnachines, but we forget that before 
they become asking machines, they are great listen- 
ing machines. They will listen to the poems in this 
collection, which celebrate the small joys and trag- 
edies of children's lives; dropping a jelly sandwich 
in the sand, losing a sand castle to the crunch of a 
passing foot, and baking sand pies. Such events are 
made more memorable when they are cast in verse. 
Prelutsky has seleaed with the ear of a poet, and he 
includes six of his own poems. 

Caroline Royds, compiler Poems For Young 
Children, illustrated by Inga Moore (Doubleday. 
1986), includes selections from poets loiter de la 
Mare, William Blake, A. A. Milne, Lewis Carroll, 
Edward Lear, and Robert Louis Stevenson. The 
collection, while not geared to the youngest child, 
serves as an introduction to great works. 

Josette Frank, compiler. Poems to Read to the 
Very Young, illustrated by Eloise Wilkin (Random 
House, 1982), has many old favorites, such as 
"There v^ns a little turtle./ He lived in a box./ He 
swam in a puddle./ He climbed on the rocks."" by 
Vachel Lindsay The illustrations match the quaint 
traditional nature of the verses. 

Nancy Larrick, compiler. When the Dark 
Comes Dancing: A Bedtime Poetry Book, illus- 
trated by John \\fellner (Philomel/Putnam, 1983), 
is filled with forty-five wonderful poems about lit- 
tle creatures settling down to sleep, stars, the mid- 
dle of the night, the moon, dreams, lullabies, and 
more. Larrick, a noted anthologist, has a sense of 
what it takes to help a child unwind at the end of the 
day and restore the inner calm that leads to restful 
sleep. The poems, lullabies^ and lyrics she selects 
weave that mystical web that eases children off to 
sweet dreams. 
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Books for Preschoolers 
{AgQS Three to SL\ Ifcbars) 

Tlie i^ry Hungry Caterpillar. Count all the things 
the hungry caterpillar eats, learn the days of the 
week, and watch the transformation of a tiny cat- 
erpillar into a huge butterfly. 

Anno's Alphabet. Search the borders of the pictures 
for objects that start with the illustrated letter 

Freight Train. Name all the train's cars and learn 
the colors as the black engine pulls them so fast 
they become a blur 

Sunshine. Ask your child to tell the story with you 
as you watch one family greet the day, 

Tlie Comic Adventures of Old Mother Hubbard and 
Her Dog. Read the rhyme through until your 
children know it by heart. On repeated readings, 
let them say the words they know. Let them point 
to the words and discover the other Mother 
Goose characters in the borders of the stage. 

Frog and Toad Are Friends. Point to the words as 
you read the adventures of the two friends. Let 
your child read Frog's wrds as you read what 
Toad says, 

Browtj Bean BroviTi Bear, IVliat Do You See? Read 
it through once, and your child will read it wi& 
you the second time. After that, your child will 
read it alone, 

Where the Wild Things Are. Tt2ivel with Max on his 
imaginative trip and repeat the delicious words 
of his journey. Max is in charge of the wild 
things, as your children will be when they close 
the book and put it away for another day, 




ABC and Counting Books 

Some of our finest illustrators use the frame of 
the alphabet and numbers to sketch a plot or to 
show objects to label and to talk about. Children 



need to recognize the letters and numerals as they 
begin reading and writing, and there are no finer 
materials to instruct and delight them than the cre^i- 
tive books described here. 
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Eric Carle. The l^ry Hungry Caterpillar (Phil- 
omel/Putnam, 1969; Miniature Edition, 1987) is 
one of children's favorite counting books. The book 
describes acateqjillar growing from a tiny egg into 
a huge butterfly by eating its way through all sorts 
of food. The caterpillar leaves holes in the food he 
eats, and all children Fve shared the book with in- 
sist on sticking their finger through every hole, 

Bert Kitchen, Animal Alphabet (Dial, 1984) 
and Aninrnl Numbers (Dial, 1987) are a visual de- 
light for their fine art and the cleverness of the con- 
cepts presented. In Animal Alphabet, the aninnals 
are entwined in the letter that begins their nanne. In 
Animal Numbers, the nunnerals are represented by 
the nunnber of baby aninnals shown with their nnoth- 
ers. Large, spacious pages designed by a gallery 
painter nnake these books worth looking at tinne and 
again* 

Mitsunnasa Anno, Anno*s Alphabet (CrowelU 
1975), Annoys Counting Book (Ciowell, 1977), and 
Anna's Counting House (Crowell, 1982), books by 
one of Japan's leading artists, can be enjoyed on 
nnany levels. Each book contains several subtle sub- 
plots that keep children returning to look again. In 
Annas Alphabet^ a woodcarver's tools foreshadow 
the carved letters to come, and the borders around 
each letter are filled with hidden objects starting 
with that same letter, Anna's Counting Book begins 
with zero (which is unusual), showing a frozen 
landscape and no objects. For the numeral 1, Anno 
adds one house, one tree, one bridge, one dog, one 
bird, one sun, one girl, one boy, and one snowman 
in a January setting. Each double page spread flows 
through the changing seasons and months of the 
year as Anno adds people, buildings, and objects to 
represent the numeral, Anna's Counting House is 
more complex, showing addition ahd subtraction as 
children move from one house to another, taking 
their belongings with them. Windows open as flaps 
to reveal the diminishing number in one house and 
the increasing number in the other. 

Other excellent abc and counting books in- 
clude: An:old Lobel, On Market Street^ illustrated 
by Anita Lobel (Greenwillow, 1981); Mary 
Azarian, A Farmers Alphabet (Godine, 1981); 
Tana Hoban, A, B, See! (Greenwillow, 1982), 
Count and See (Macmillan, 1972), and 26 Letters 



and 99 Cents (Greenwillow, 1987); Muriel Feel- 
ings, Jambo Means Hello: Swahili Alphabet Book^ 
illusiratcd by Tom Peelings (Dial, 1974); and Moja 
Meatus One: Sxmliili Coiuiiing Book, illusiraied by 
Tom Feelings (Dial, 1971); Shirley Hughes, iMcy 
& Tom's L2J. {Viking, 1987); and Lucy & Tom's 
AB,C (Viking, 1986); Tracey Campbell Ptearson, 
A'^Apple Pie, (Dial, 1986); and Nancy Tafuri, 
Who's Cowuing? {GvttwmWow, 1986). 

Concept Books and Informational Boooks 
for Young Children 

A concept book describes objects or an ab- 
stract idea, such as color, shape, size, or place. In- 
formational books present factual information in 
straightforward, expository prose enriched by 
clear, realistic illustrations. There is not necessarily 
a story line, although some authors include one. In- 
stead, the author/illustrator shows various dimen- 
sions of the concept or topic of information. 

Tana Hoban. Is It Red? Is Ii )kllow? Is It Blue? 
(Greenwillow, 1978), I Read Symbols and I Read 
Signs (Greenwillow, 1983), / mik and Read 
(Greenwillow, 1984), Round & Round & Round 
(Greenwillow, 1983), Big Ones, Little Ones 
(Greenwillow, 1976), Shapes, Shapes^ Shapes 
(Greenwillow, 1986), Dais, Spots, Speckles, & 
Stripes (Greenwillow, 1987), Is Ii Larger? Is It 
Smaller? (Greenwillow, 1985), and Is It Rough? Is 
It Smooth? Is It Shiny? (Greenwillow, 1984) are all 
excellent concept books that showcase Hoban's vi- 
sion and skill as a photographer. Is It Red? Is It Yel- 
low? Is It Blue? shows those colors, as well as 
orange, green, and purple in everyday scenes in a 
ciiy-stacks of fruit, umbrellas, balloons, leaves, 
cars, bubble gum, and heavy machinery, Hoban 
puts clear circles of the colors evident in the photo- 
graphs at the bottom of the page so there can be no 
mistaking which colors are shown in the picture. 
The three books on reading show how much we 
learn from environmental prim. The other books 
focus on shapes and textures. 

Donald Crews. Freight Train (1978), Truck 

(1980) , School Bus (1984), Carousel {\9?^2), Ught 

(1981) , Flyitig (1986), Bicycle Race (1985), Har- 
bor (1982), Parade (1983), Ten Black Pors (1986), 
and We Read: A to Z (1984)-all published by 
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Greenwillow-^ elevate design to a high art. Crews 
studied art and graphic design as a student, and 
each book features bold lines and vivid colors. 
Freight Train features a b)ack engine, an orange 
tank car, a yellow hopper a purple box car, and a 
red caboose that all become a blaze of glowing 
color as the train moves over bridges and through 
tunnels. Truck follcws a big tractor trailer truck that 
is loaded with toys and driven cross country. Begin- 
ning readers , oint out all the stop signs, exit signs, 
and road markers as the big truck barrels along the 
highways. All of these books will be viewed again 
and again by young children. 

Harlcw Rockwell. My Kitchen (Greenwillow. 
1980), My Doctor (Macmillaiu 1973), My Demist 
(Greenwillow, 1975), and My Nursery School 
(Greenwillcw, 1976). 

Anne Rockwell. Boats (Dutton, 1982), Cars 
(Dutton, 1984), The Emergency Room (MacmiUan, 
1985), Fire Engines (Dutton, 1986), I Uke Vte Li- 
brary (Dutton, 1977), My Baby Sitter (MacmiUan, 

1985) , Our Garage Sale (Greenwillow, 1984), 
Planes (Dutton* 1985), niings Tlxat Go (Dutton, 

1986) . Toolbox (Macmillan, 1971), and Trucks 
(Dutton, 1984). 

Anne and Harlow Rockwell. My Back Yard 
(Macmillan, 1984), A/vBflri7£r (Macmillan, 1981), 
Tlte Supermarket (Macmillan, 1979), and Ma- 
chines (Harper, 1985), like all of the Rockwells' 
books, present information in clean, simple pic- 
tures on spacious white pages. Their topics have 
great appeal, for they deal with aspects of life that 



interest young children. Looking closely at the den- 
tist, doctor, nursery school, kitchen, baby sitter, 
back yard, and supermarket holds tremendous ap- 
peal for children. 

Gail Gibbons. Check It Out! Tlie Book about 
Libraries (Harcourt Brace Jovanovich, 1985), Tlie 
Milk Makers (Macmillan, 1985), The Post Office 
Book: Mail and How It Moves (Crowell, 1986), Up 
Goes the Skyscraper! (Four Winds, 1986), Depart- 
ment Store (Crowell, 1984), Boat Book (Holiday, 
1983), Deadline! From News to Newspaper (Cro- 
well, 1987), Dinosaurs (UoWd^y, mi). Fill It Up! 
(Crowell. m$). Fire! Fire! {Ciow€i\, \9U\ Fly- 
ing and Playgrounds (Holiday, 1985), Sun Up, Sun 
Down (Harcourt Brace Jovanovich, 1983), Tool 
Book (Holiday, 1982), Trains (Holiday, 1987), 
Trucks (Crowell, 1981), Tunnels (Holiday, 1984), 
\\kather Forecasting (Four Winds, 19o7), and Zoo 
(CrowelK 1987) are all good informational books 
for young children. Gibbons researches her topics 
carefully and checks the accuracy of her informa- 
tion with experts. She simplifies technical informa- 
tion as much as possible without distorting it. Her 
book on dinosaurs leads to further study in some 
early childhood classrooms. 

Aliki has produced some of the best books on 
dinosaurs, a subject of perennial interest to young 
children. AUki's books include My Visit to the Di- 
nosaurs (CrowelK 1985), Fossils Tell of Long Ago 
(Crowell, 1972), Dinosaurs Are Different (Crowell, 
1985), Digging Up Dinosaurs fCrowell, 1981), 
and Dinosaur Bones (Crowdi. 1988). 
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Dinosaur Museum 

Our group of five and six year olds has shown the mysterious predilection of many young 
children for dinosaurs. After studying living animals earlier this year (from lap dogs to 
stingrays), we came around to this dramatic subject. When we asked the children to tell 
us and one another what they knew about dinosaurs, the responses ranged from shrugs to 
outpourings of (accurate) information. Not only knowledge and opinions were shared. 



(htttinuit 



bul* even more precious to the children, (heir own toys and models from home. The 
parents were generous, lending us wonderful books and objects. 

Hager to stimulate even more interest, we started making small clay models for the 
children to play with, along with primitive trees made from sticks found on the play* 
ground. Sticks and rocks collected by the children, along with their toys, began to fill the 
classroom. Spontaneous fantasy play using the collection increased, based on the infor- 
mation we were discussing in class. Broken models were even "fed" to the carnivorous 
models. At the end of our first week, Mary Lou (the director) had caught our bug and 
came in with a fierce looking, thr^ feet high Tyrannosaurus Rex model, mouth wide 
open and looking very hungry. 

^^^nIing to encourage the fantasy play in which intellectual and emotional interests 
are joined at this age, we decided to build a larger environment. We transformed our 
block area into an indoor sandbox (with pine bark) for the children to play in. A child 
brought in horsetails (a plant existing at the time of the dinosaurs) which she found in 
New Jersey. These provided the first vegetation; other forests and hills grew rapidly. This 
environment was built by the children; they figured out how to make a boundary using 
blocks. The landscape continues to change. Volcanoes rise; lava (represented with tissue 
paper) and rocks burst out of the papiermache mountains. Playing in what the children 
now call our museum, they discuss and argue over intellectual and social problems, such 
as how the archaeologists can be sure they are right. 

They might have mixed up a cat and a Tyrannosaurus*s bones." 

"No. there were no cats then." 

"Well maybe the bones got mixed up, though." 

A recent heated discussion centered on how to choose a name and characteristics for 
a fantasy dinosaur (Jokeosaurus) drawn collaboratively for the an class. 
"How do scientists pick the names?" 

**The dinosaurs didnt know their names. They only got them from people." 

**The names are made up from pieces. Saurus means lizard."" 

At the sand table^ they made plaster impressions of footprints they'd **discovercd" by 
digging ihem in the sand. Conversations took place while they covered up the **fossils.*" 
then carefully dug them up and brushed them off. Playing the role of archaeologists, 
their thinking was apparent. 

"If this print is buried here and this other one is here, maybe the dinosaurs were 
walking together." 

**And this one is broken?" 

**Put it back like a puzzle." 

"What made it broken?" 

This units development provides an example of how we value collaborative, indepth 
work. In our class and our museum, the children have gained authority This has pro- 
moted a democratic mood. The teachers still piovide leadership (we supply the pine 
chips), but each child plays a part in discovering and discussing what <:|uestions to ask. 

Jane Muisol and Scarlote Wcsi 
Friend?; Seminary 
Ncv York. Now York 
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Wordless Books 

Wordless books tell a story through illustration 
alone. Before children learn to read print* they can 
read a story from the pictures of these inventive 
books. 

Mercer Mayer A Boy, A Dog. and A Frog 
(Dial, 1967), Frog Where Are You? (Dial, 1969), 
and Frog Goes to Dinner (Dial, 1974). a series 
about a boy and his pet frog, is hilariously funny 
because of the slapstick situations that arise. In 
Fmg Goes to Dinner, the boy sneaks the frog into 
his pocket when he goes with his parents to a nice 
restaurant* Before the evening is over, the frog has 
leaped into the salad, a glass of champagne, and a 
saxophone. As they leave the restaurant, the par- 
ents are unhappy, but the smirks of pleasure on the 
frog's face and the boy s face cause readers to 
chuckle. 

Jan Ormerod. Sunshine (Lothrop, Lee & 
Shepard, 1981) and Moonlight (Lothrop, Lee & 
Shepard, 1986) are both good books* Ormerod re- 
ceived critical acclaim for her first book^ Sunshine. 
In it, a small girl helps her mother and father wake 
up, get breakfast, and get off to work in the morn- 
ing. In Moonlight, the same family tries to get the 
child to go to bed. She uses all the typical ploys to 
stay up and ends up being the last one in the family 
to fall asleep. In Ormerods books, both parents 
share in the housekeeping and child care tasks. 

Folklore 

Fblkore is the body of literature handed down 
by word of mouth from generations past. do not 
kiiow the authors of the tales, but they continue to 
enchant youngsters as they are retold and illustrated 
by some of our outstanding artists. No child should 
grow up deprived of the wealth of folklore that 
abounds. *The Three Little Pigsf should be a part 

Tomie dePaola. The Comic Adventures of Old 
Mother Hubbard and Her Dog (Harcourt Brace 
Jovanovich, 1981) and Tomi dePaola*s Favorite 
Nursery Tales (Putnam, 1986) feature dePaola's dis- 
tinctive artistic style, which enchants children with 
its simplicity. In The Comic Adventures of Old 
Mother Hubbard and Her Dog, he incorporates 
visual subplots in the borders of the pages. Setting 
each scene on a stage, he hides other storybook 



characters in little vignettes in the folds of the cur- 
tains. Tomie dePaolas Favorite Nursery Tales, a 
beautiful collection* contains all the old favorites. 
Paul Galdone. Cat Goes Fiddle-hFee (Clarion, 

1985) , Cinderella (McGraw, 1978), 772^ Elves and 
the Shoemaker {Clarion. 1984), The Gingerbread 
Boy (Clarion, 1983). Henny Penny (Clarion, 
1968), Jackand the Beanstalk (Clarion, 1982), Ut- 
tie Bo Peep (Clarion, 1986). The Little Red Hen 
(Clarion, 1973), Rumpelstibskin (Clarion, 1985). 
Vie Teeny Tiny Hbman (Clarion, 1984), The Tliree 
Bears (Qarion, 1985). Tlxe Three Billy Goats Gruff 
(Clarion, 1981), 772^ Vtree Uttle Kittens (Clarion, 

1986) , Vie Vtree Uttle Pigs (Clarion, 1970), and 
mat*s in Fox's Sack? (Clarion, 1982) are all excel- 
lent tales in single editions* Galdone's flamboyant 
style seems just right for the outlandish make be- 
lieve stories that children love so much. 

Janet and Allan Ahlberg. The Jolly Postman 
(Little, Brown, 1986) and Each F^ach Pear Plum: 
An I'Spy Story (Viking, 1979) give the old nursery 
rhyme characters a new life by casting them in new 
and ingenious books. In The Jolly Postman^ the 
charaaers write letters to one another. There's a let- 
ter of apology from Goldilocks to the three bears, a 
postcard from Jack to the giant, and a lawsuit 
against the big bad wolf for all his huffing and puf- 
fing. In Each Peach Pear Plum, storybook charac- 
ters play hide and seek with the reader. Children 
enjoy spotting them hidden among the bushes or 
peeking in the window* 

Easy to Read Books 

Easy to read books are especially designed for 
beginning readers. They combine the controlled 
vocabulary of the basal reader with creative story- 
telling. Although we do not need to restria the vo- 
cabulary of books we read aloud to children, it is a 
different matter when children are learning to read 
on their own. There are many excellent books in 
this genre. Dr. Seuss is credited with establishing 
easy to read books as a genre in 1957 with 772^ Cat 
in the Hat (Random House, 1957). The number of 
words is controlled, and the sentences are phrased 
and structured so that line breaks occur at natural 
places. 

Else Minarik. Little Bear (1957), Father Bear 
Comes Home (1959), Utile Bears Friend (i960). 
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Uttle Bear's Visit (I96I), and A Kiss for Uitk Bear 
(1968) are all illustrated by Maurice Sendak and 
published by Harper Minarik was a first grade 
teacher who could find nothing exciting for her stu- 
dents as they were learning to read. She wrote the 
stories for her students and discovered that children 
the world over loved them. Minarik was the first to 
develop strong characterization, natural dialogue, 
and engaging plots in this restricted form. Sendak's 
illustrations immortalized the winsome bear family. 

Arnold Lobeh Days with Frog and Toad 
(Harper, 1979), Frog ami load All ^ar (Harper, 
1976), Frog and Toad Are Friends (Harper, 1970), 
and Frog ami Toad Together (Harper, 1972) helped 
Lobel's lovable Frog and Toad endear themselves to 
readers from the very start. Toad is something of a 
tease who leads his gullible, shy friend into embar- 
rassing situations. 

Predictable Books 

Predictable books are ones in which children 
can anticipate or predict what is coming because of 
the books* highly patterned structures. For exam- 
pie, once children read or hear the first line, they 
almost know what is coming next. The books con- 
tain highly patterned language, repetitive phrases, 
and predictable plots. Bill Martin Jr is credited with 
establishing the genre with Brown Bear, Brown 
Bear, What Do You See? published in 1967. 

Brian Wildsmith. Cat on the Mat (1982), All 
Fall Down (1982), Giddy Up (1988), /// Were You 
(1988), The Island (1982), My Dream (1988), Vie 
Nest (1982), Toot. Toot (1988), The Tntnk (1982), 
What a Tale (1988), and Whose Shoes? (1988) are 
all published by Oxford University Press. Wild- 
smith's colorful and artistic style is used to tell sto- 
ries with highly structured language patterns. In 
Cat on the Mat, the first sentence is "The cat sat on 
the matrOnly one word in the sentence changes as 
other animals crowd in on the mat. When the cat is 
totally fed up with the intruders, it hisses and spits, 
chasing the others away. The final sentence is an 
understated repeat of the first sentence. 

Picture Story Books 

Picture story books are ones in which the story 
is told through a combination of text and illustra- 
tion. They make up the largest and richest body of 
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literature for young children. Their volume makes 
it impossible to do justice to them; they are in- 
cluded here to recognize their importance. See Cul- 
linan. Literature and the Child\ Huck, Hepler, and 
Hickman, Children's Literature in the Elementary 
School, and Sutherland and Arbuthnot, Children 
and Books for a comprehensive review of picture 
books. 

Maurice Sendak. Where the Wild Tfungs Are 
(Harper, 1963) is an imaginative story that appeals 
to developing young children's sense of playfulness. 
When Max is scolded and sent to his room for be- 
ing naughty, he invents his own world of ''wild 
things,'' but he controls them with the magic trick of 
staring into their yellow eyes without blinking 
once. Sendak says that he modeled the wild things 
on his relatives who used to come to visit and say, 
"HI eat you up, youYe so sweet.** 

Esphyr Slobodkina. Caps for Sale (Scott, 
Foresman, 1947) is an oldie but goodie in which a 
salesman wanders into a village trying to sell caps 
he has stacked upon his head. When no one buys 
his wares, he falls asleep under a tree. Mischievous 
monkeys hiding in the tree steal his caps for their 
own and imitate the salesman's attempts to get the 
caps back. A perfect story for creative drama, repe- 
tition, and just plain fun. 

Bfg Books 

Big books are oversized copies of picture story 
books with patterned language and repetitive 
phrases. Don Holdaway (1979) proposed that we 
transfer the routines of the bedtime story to the 
classroom since we know that many children learn 
to read from hearing the words and following along 
with the print. This is called shared reading. In or- 
der to transfer shared reading to the classroom, we 
need enlarged texts, called big books, so that a 
group of children can see the print. 

When teachers use big books, they follcw^ the 
routines of talking about the relevant concepts in 
the book; call attention to the title, author, and il- 
lustrator; and ask children to predict what th^ 
think the story may be about. Then they read the 
story aloud, tracking the print with their hand or a 
pointer. During the reading, they may think aloud 
about their understanding of the story, ask children 
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to fill in predictable words or phrases, and ask them 
what might happen next. 

After reading aloud, teachers guide discussion 
about key ideas in the text, asKing children to recall 
important points and to find the corresponding part 
in the text. They guide the group in rereading, use 
cloze activities to involve children in meaningful 
prediction of words, and focus children's attention 
on distinctive features and patterns in the text. 
Teachers ask children to look for repeated words, 
word beginnings, consonant clusters, punctuation 
marks, and distinctive features of the text (Strick- 
land, 1988). Many teachers create their own big 
books, but there are several available commer- 
cially. Here are some of the best. 

Wright Group Story Box. Mrs. Wishy-Ulishy 
(Wright Group, 1984) features tireless Mrs. Wishy- 
Washy who scrubs barnyard animals who like to 
play in mud puddles. 

Mem Fox. Hattie and the Fox (Bradbury, 
1987) tells the story of Hattie, a bright white hen 
who spies the eyes of a fox in the bushes. She alerts 
her barnyard friends, but they ignore her warnings. 
Hattie continues her cries of alarm as the fox's 
nose, ears, and body show through the bushes. 
When her friends pay attention, it's too late! 

Bill Martin Jr. fimuvj Bear, Bmwn Bean What 
Do K>K See? illustrated by Eric Carle (Holt, 1983). 
The answer to the title question is **I see a redbird 
looking at me." Of course, the next question is 
'*Redbird, Redbird, what do you see?" and on 
through a series of animals, ending with a group of 
children and their teacher looking at one another in 
a lovely, bouncy, predictable refrain of questions 
and answers. Many of the books cited under pre- 
dictable books or patterned books are good ones to 
re-create in big book format. 

In Summary 

Clearly, there is a great store of riches in books 
for young children. There are developmentally dif- 
ferent stages in childhood and an array of books for 
each developmental level. Unfortunately, children 
may never benefit from this wealth of books unless 
adults do their part. Children need adults who 
share their literary heritage and lead them into 
literacy. 



Story has great power in human lives. We 
know that it is a primary act of mind; it is the way 
we organize our minds and understand our world. 
We also know that story touches the heartstrings in 
a way that facts never can do. A great poet said, 
"What the heart knows today, the head will under- 
stand tomorrow." Give your children literature; it is 
a part of their heritage . 
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CIIAI>TEU FIVE 



Reading to Kindergarten Children 

Jaiut Mnsoii 
(]nr(>l L- Potentmn 
Bonnie Kerr 



Our olmptcr describes the intporUuicc of read- 
ing to kiiidcrg^rtcit children. \Vc provide ox- 
innplcs of cffecti\x.^ instructional tccliitiqucs 
using storybooks, informational booKs, and 
picture phrase books. Actual transcripts of 
tciichcr^studcitt interactions and guidelines 
for teachers to tisc before, dnring, and after 
reading provide valinible information. 



Many parents read to their children at 
home. Usually, their intent is simply to 
provide a warm, loving setting for book 
reading and to share a special time with their chil- 
dren. This activity also has greater benefits. 

When parents read stories to childr«;n at 
home, their children's later language and read- 
ing achievement are positively influenced 
(Chomsky, 1972; Grean^, 1986; Moon and Wells, 
1979; Wtells, 1981, 1986). Furthermore, reading 
aids children's story retelling (Sulzby, 1985) and 
extends their enjoyment of reading (White, 1954). 
It is a valuable way for parents to support develop- 
ing literacy while also influencing their children's 
later reading achievement. 

Teachers also help children learn about 
reading by reading to them. Feitelson, Kita, and 
Goldstein (1986) found that reading stories daily to 
students influenced their story understanding and 
retelUng ability. Morrow (1988) found that onenDn- 
one reading to day care children improved their 
ability to talk about stories. Dunning and Mason 
(1984) found that reading through a story and then 
reviewing the key ideas improved children's ability 
to r^xall the story. 

Assuming that teachers should read to chil- 
dren, how might th^ go about it? Should they read 
without comment, should they discuss the text 
ideas during or after readings or should they use 
some other approach? Suppose th^ are reading a 
classic children's picture book or a fact book about 
nature. Should these two books be read diflerently? 
How about a picture book that has been \ nlarged so 
that children can see the print (a big book of the 
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type described by Holdaway, 1979) or a book in 
which the print is in large letters and is conspicuous 
because there are only two or three woids on a 
page? How should books of this type be read? At 
the present time, educators do not agree about the 
answers to these questions, and there is little or no 
research to guide teachers. 

We wondered if experienced kindergarten 
teachers could help us answer these questions by 
demonstrating their book reading styles as they 
read different types of texts to whole classroom 
groups. We asked six teachers to read aloud to their 
students so we could capture what th^ said, how 
th^ interacted with their students, and what types 
of related activities their students engaged in. We 
analyzed what these teachers said and did before, 
during^ and after each of three bookreading ses- 
sions by videotaping the sessions and making tran- 
scripts from the tapes. 

Three children's books were chosen for the 
teachers to read — a well known Caldecott Honor 
picture storybook. Strega Nona (dePaola, 1975); 
an informational picture book about shadows. 
Shadows: Here, There, and Everywhere (Goor & 
Goor, 1981); and a six page picture phrase book 
that describes a childs preparation for bed, Time 
for Bed (Mason & McCormick, 1984). Teachers 
read the books to their classes in their usual manner 
as we videotaped the sessions. They all read the 
three texts to their entire classes (about twenty-five 
children), with the youngsters sitting on a rug in 
front them as they read, showed the pictures, and 
talked with the children about the content. 

The teachers deVised a number of effective 
techniques to introduce each book, to help children 
comprehend during the book reading, and to sum- 
marize the book afterward, Wfe describe their tech- 
niques for each book and each section of the 
presentation separately (before, during, and after 
reading). 

Beginning with the storybook, moving to the 
informational text, and ending with the picture 
phrase book, we describe the techniques the teach- 
ets used for fostering word reading and compre- 
hension. Our examples are taken directly from the 
transcripts where the letter T, followed by a num- 
ber, identifies the teacher, and C indicates a re- 
sponse by one or more children. Material in 
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quotation marks indicates that a teacher is reading 
the text. After describing how the books were read, 
we provide a list of guidelines in tables for teachers 
to use when reading to children. 

Stor\ book Reading 

Before Reading the Storybook 

First, tfie teachers led discussions about what 
the children were going to hear. Children learned 
about the book in general (including discussions 
about the author, title, and illustrator), the type of 
text, the main character or other aspects about the 
setting, and goals for listening to the book. 

Typically, when discussing the book, the 
teachers provided information or asked for predic- 
tions about the name of the story, an aspect of the 
story, or about the author and the illustrator. For 
example, in the following transcript excerpt, the 
teacher asked her children to predict the name of 
the story by studying the picture on the front cover 
of the book. Since the main characters name was 
also the name of the book, and since the children 
had been exposed to the character in another book 
by the same author, they were able to identify the 
name. 

T2: What s the name of this story? 
C: Basketti. 
T: Oh, it*s not spaghetti. 
C: Pasta pot. 
C: Strega-noff 

T: Strega-noff? No, thats close. 

C: Strega Nona. 

T: Strega Nona. Very good. 

Notice how the following teacher talked abouc 
the author and elicited from the children what the 
silver seal means on the front cover of the book. 

T4: The author of this story is a man nam^d 
Tomie dePaola, and there's something 
special about this book. Can you tell? 
Who can tell me? 
C: hsa prize. 

T: It won a prize. Do you remember what 
this prize is? This is a Caldecott award 
for having very, very nice pictures. 



Teachers also discussed the type of text to be 
read. One teacher noted that, for Strega Nona, the 
author also was the illustrator, and this story is an 
old folktale. 

T6; So it looks like the same man, Toniie, 
drew the pictures, and he retold an old 
tale. What is it to retell an old tale- 
Alex? 

C: It means— to read it all over 
T: To retell is to read it over again or tell it 
over again. So he's retelling. He is tell- 
ing it over again. What is a tale, 
Matthew? 

C; A tale is some old story that is not true. 
It won't never, never happen, 

T: Oh, a tale is a story that will never, 
never happen. 

Teachers presented information about the set- 
ting of the story, introduced the main characters, 
discussed the point of view of the characters within 
the time period of the story, and commented about 
where the story takes place. In this example, notice 
how the teacher helped children relate the text char- 
acter to an experience th^ had shared. 

T3: ^11, the cover of this book shows a pic- 
ture of a lady who is a grandmother Til 
bet you can see her 
C: Yeah. 

T: And the word no/ia means grand — no, 
let's see, the word Strega means grand- 
mother But, she's moi^ than that, 

C; She's a mommy. 

T: She is real special because she's a witch. 
C; O^o-o-o-o 

T; The witch you saw this morning in 77ie 
Wizard of Oz was a bad witch, wasn't 
she? Strega Nona is a good witch. She 
has magic powers, but she is not bad. 

In one discussion about the setting, notice how 
one teacher fostered discussions that kept the chil- 
dren working on an idea until they produced a suffi- 
ciently complete answer 

T6: What is the clue that tells you that she 
lived long ago rather than now? (The 
children look at the cover picture,) 
C; *Cause she's old. 



T: She looks old. Don't we have any old 

people now? 
C; Yeah- 

T; We do. When we went to the nursing 
home, we saw old people. So we do 
have old people. What do you think, 
Justin? Why do you think this happened 
long ago? 

C; Her dresses go all the way down to her 
feet. 

T: Her dress goes all the way down. Did 
we see the people at the nursing home 
with dresses all the way down to their 
feet? 

C: No, 

T: So, But a long time ago, they did wear 
dresses that were long, didn't they? 

Finally, teachers set goals for listening to the 
story. This also operated as a signal that the story 
reading was about to begin and that children should 
listen attentively. It brought closure to this segment 
of the book reading session, 

T6: I want you to think about what happens 
to the boy in the story and what special 
kind of person this lady is-what she 
can do that no one else can do. I want 
you to listen to the story. 
C: What's it called? 
T: The title of the story is Strega Nona. 

During the Reading of the Story 

While reading, teachers helped children com- 
prehend the story by modifying their voices to cre- 
ate emphasis and effect, by stopping to elaborate 
when they thought children needed additional in- 
formation, and by having children interpret text 
information. They monitored children's under- 
standing by asking them questions about the text 
and pictures. 

Elaboration often occurred through comments 
about important text events. For example, by re- 
phrasing the text, one teacher explained that '^a pot 
that could cook all by itself (means that) you didn't 
have to put anything into it." Another teacher dem- 
onstrated hofA' a picture in the book can help extend 
the text, especially when it illustrates an important 
event in the story. 
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T4; "He didn't see Strega Nona blow three 
kisses to the pasta poC Shes going in 
(points to picture), and then she went 
back to the pasta pot and blew three 
kisses. 

Teachers asked four types of questions during 
story reading. The questions helped children: (1) 
understand the meanings of unfamiliar words, (2) 
make predictions about text events, (3) interpret the 
thoughts and feelings of the characters^ and (4) un- 
derstand potentially difficult concepts through ex- 
planation* In the examples that follow, the number 
in parentheses indicates the type of question* 



(1)T2: 


What's a potion? 


C: 


It's kind of like a thing you drink or 




other— something like that. 


T; 


Sort of a special medicine. 


C: 


And when-and when you drink it you 




might turn into a frog. 


(1)T5: 


Pastas like what? 


C: 


Spaghetti, 


T; 


Spaghetti, that's right. 


(2) T4; 


How do you think she s going to feel 




(about the spilled pasta)? 


C: 


Angry, 


T; 


At who? 


C: 


Big Anthony. 


T; 


Why do you think she'll be angry with 




him? 


C: 


Because he touched the pot. 


T; 


Lets see, (Here, the purpose setting 




question signals a returrj to the reading.) 


(3) T5: 


What do you think he was thinking? 


C: 


ril steal the pot. 


C: 


ril make the pot work. 


T; 


He'll make the pot work? Okay, lets see 




what happens. 


(3) T5: 


How do you thinkthe people feel toward 




Big Anthony? 


C: 


Afraid, 'cause they think its-I don't 




know. 


T: 


Well, go on. That's a pretty good start. 




You want to help him out, Dennis? 


C: 


I think he s gonna fall under the pasta 




and hes gonna suffercate. 


C: 


Well, I think they're mad. Probably 




mad. 



C; 


Yeah, 


1, 


Why, Ell,' 


C: 


'Cause 'cause they thought he knew — 




he would be able to take control of it. 


C: 


He knew what he was doing (inaudible) 




I think. 


(4) 15, 


Why is she going to make him cat it (the 


C: 


pasta)? 


He made the mess. 


T; 


He made the mess. But why do you 




think she wants him to cat it? Eli? 


C: 


For the punishment. 



After Reading the Story 



Teachers usually ended the session by encour- 
aging and recognizing children's comments about 
the completed story. They continued to ask ques- 
tions as a way of checking and extending compre- 
hension. Some teachers reiterated their earlier 



discussion about the type of text, as in the following 


example. 


T5 


Is this a real ^lory or a pretend story? 


C 


False — false. 


C 


A fairy tale^ 


T 


Yeah, it's an old tale. It really isn't true. 




is it? Is there such a thing as a witch? 


C 


No. 


T 


You don*t think so? 


C 


A witch can [inaudible]. 


C 


There can't be-there can't be a magic 




pot. 



Most teachers asked a series of questions in or- 
der to review the principal story elements. Review 
questions often probed the setting of the story, the 
main characters problem, attempts to resolve the 
problem, and the resolution. The following exam- 
ple shows how teachers pushed children for expla- 
nations as well, 

T4; Do ycu think that Big Anthony should 

have been punished? 
C: Yes, 

T: Do you think that was a good punish- 
ment? 
C; Yes, 

T: Why do you think it was a good punish- 
ment, Nick? 
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C: I think it was a good punishment 'cause 
if he did it he would have to clean it up 
and so that it was a good punishment. 

In addition, teachers often asked questions that 
helped children relate the events occurring in the 
story to events they had experienced themselves. In 
the example that follows, the teacher drew out chil- 
dren's feelings so they would better understand the 
motivation of an important character 

T6: How do you think it feels to have some- 
one laugh at you? 
C: Bad. 

T: When Big Anthony went to the town 
square and he told them all he could 
make the pot do magic, and they 
laughed at him-he probably felt real 
sad. Has anybody ever laughed at you? 

C. Yeah. 

T: When did they laugh at you? (She con- 
tinues with questions and comments, 
soliciting responses from children about 
their feelings and relating these back to 
the story.) 

Finally, some teachers had children engage in 
follow up activities. 

T3: Do you think you could make a pictuie 

showing Big Anthony? 
C: I want to do the lady. 
T: Strega Nona. 

C: Could we draw like when he was fat? 
T: Yes. 

C: Do you think we could look at the pic- 
tures? 

T: You can look some more at the pictures, 
too. Right. 

Summary^ of Storybook Reading 

Teachers read stories in much the same inter- 
active way parents read to their children at home, 
with comments and questions that led children to 
comment and answer and ask questions about the 
story. Teachers often led a discussion about the au- 
thor, illustrator, and type of text before reading the 
book. They provided information about the setting 
of the story, and set a purpose for listening. During 
the reading, teachers responded to children's com- 



ments and reactions, elaborated on the storylines, 
and asked comprehension questions to check for 
understanding. After the story, they reviewed the 
story and arranged for follow up activities. 

Because of these procedures, children readily 
answered questions and initiated comments 
throughout the story reading presentation. By elab- 
orating on the text and by asking pertinent ques- 
tions, children began to understand new words and 
ideas, and they attended to the important story 
ideas. Children described their own similar back- 
ground experiences and became able to express 
their own understanding or interpretation of the 
story from their own perspective. These techniques 
are summarized in Table 1 . 



Informational Tfext Reading 

Before Reading the Informational Text 

The teachers prepared children for listening to 
the informational text by using some of the same 
techniques they used for the storybook. They pro- 
vided children with information about the book in 
general, and about the title, author, and illustrator, 
and they set a purpose for listening. R>r the most 
pan, though, they used the introduction time to de- 
velop close connections between the text concepts 
and children's background experiences, as follows. 
T4: What I want to hear about is what you 
saw (on the playground). What I asked 
you to look for. Something-what did 
you see? Ben? 
C: When I was running on the sidewalk, I 

saw my shadow. 
T: And what was it doing? 
C: It was moving with me. 
T: Did you try to catch it? 
C: Yes. 
T: Cedric? 

C: When I was — when I just come out and 
Nick was running, I was running, too. I 
said, "Nick^ do you see your shadow?** 
And I didn't know the shadow was there, 
so I had to took down and then I saw my 
shadow. 

T: Why do you think you could see your 
shadow so well today? 
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Table 1 

Guidelines for Classroom Reading 
of Storybooks to Children 

Beftye Reading 

• Show the cover of the book to the children. 
Encourage predictions ot the book's 
content. 

Discuss the tx)Ok*s author and illustrator 
Allow children to discuss their own experi- 
ences that are related to those in the book. 

Discuss the type of text the children will be 
hearing (folktale, fable, fantasy, realistic 
fiction). 

Introduce children to the main characters 
and setting* 

Set a purpose for the children to listen to 
the story. 

During Reading 

Encourage children to react to and com- 
ment on the story as they listen. 

Elaborate on the text, when appropriate, in 
order to help children understand the writ- 
ten language used in the story and the 
critical story components. 

Ask questions occasionally to monitor 
children^ comprehension of the story. 

Rephrase the text when it is apparent that 
children do not understand the ideas. 

At appropriate points in the story, ask 
children to predict what might happen 
next. 

Allow children to voice their own interpre- 
tations of the story. 

After Reading 

Review the story components (setting, 
problem, goal, resolution). 

Help children make connections between 
events involving the main character and 
similar events in their own lives. 

Engage children in a follow up activity that 
involves thinking about the text. 



C: The sun. 

T: Because the sun is very bright. What do 
you need in order to have a shadow? 
What do you have to have? Katy? 

C: Like a person. 

T: You have to have an object, don't you? It 
could be a person or a building. And 
what else do you have to have? Brian? 

C: Lots of sun. 

T: And lots of sun. And what makes the 
shadow, then, when you have the sun 
and an object — how do you get a 
shadow? (The teacher tries next to elicit 
the idea that a surface is needed, but 
children don't say that, so she waits for a 
later opportunity to evoke that informa- 
tion from them.) 

Teachers also introduced the topic and related 
concepts through demonstrations. Because these 
took time, the preparation for informational read- 
ing was much lunger and included more interac- 
tions than did the prereading presentation for the 
storybook. Notice this in the following elaborated 
demonstration of how light and objects make 
shadows. 

T2: You see my head on the chalkboard? My 
head's not on the chalkboard. (The 
teacher holds up a desk lamp so that it 
casts a shadow of her face on the board.) 

C: Yes it is. 

T: Where? My shadow. 

C: Your shadow! Your shadow ! 

C: Hey! Now, its over here. 

C: Light makes shadows. 

T: Why does light make shadows? 

C: Because it does. 

C: Because they're bright and the sunlight 

goes right through you. 
T: There are a lot of things that are 

bright-gold's bright. 
C: Because you're just blocking the light 

and it can't get through and it makes a 

shadow because it s all the way around. 
T: Oh-oh! I've got my same light-fve got 

my same hand. Why is my hand not up 

there now? (The teacher has turned the 

lamp sideways.) 
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C: Because youYe putting it down, 
T: Oh, so the direction has something to do 
with it, 

C: You have to have it on a wall or some- 
thing, 

T: It has to be on a wall? It couldn t be on a 
skirt? (She moves the lamp so a shadow 
forms on her lap,) 

C: [Inaudible,] 

T: Oh, so I dont have to have a wail? I 
could have a skirt? What do I have to 
have? I have to have some sort of sur- 
face, don't I? 

During the Reading of the Informational Text 

Teachers used a variety of techniques to help 
children comprehend the text as they read ii^ They 
asked questions that functioned as a means for ex* 
plaining or defining new vocabulary and concepts 
and. because the informational text included ques- 
tions, teachers blended lext questions with demon- 
strations of concepts. Here is one example. 

To: (After reading about what makes a 
shadow, the teacher brings out a flash- 
light,) Now let's see if I can make a 
shadow, 

C: I got lights like that-a flashlight, 

T: So. if I have a light, an object-that s my 

hand, and a surfece-the wall, I have a 

shadow, 

C: The farther away it is, the bigger it gets, 
C: Wow! 

T: So when I move my hand, ihe shadow 
changes, doesn't it? 

Teachers also elaborated on relevant concepts 
by commenting on text or picture information. Oc- 
casionally, they asked questions to help children 
identity pictures in the book, 

T2: And you can tell that this is a big 
shadow. See? That's a boat right there. 
And people are really in that boat. So 
this must be a very tall cliff, so it makes 
a very big shadow. And I don't know if 
you know what this is- 
C: I know-a jack, 

T: That's right. And those are little jacks 
you play with-jacks you play with on 



the sidewalk. So that's a very little thing. 
But it still creates a shadow, 
T4: What is it that you re seeing? 
C: The shadow, 

T: The shadow. The light is hitting this one 
differently, isnl it? 

Another interesting way that some teachers 
elaborated on the text was to suggest relevant activ- 
ities for the children to engage in later in school or 
at home. These sug f^estions were no doubt derived 
from the important ideas in the text. For example, 
one teacher read> Xhange the surface and the 
shadow changes," She then commented, **You know, 
when we go outside for recess today for our play- 
time, we're going to take a look at that. We're going 
to stand in different places, Afe're going to see how 
long our shadows are,'' 

After Reading the Informational Text 

Unexpectedly, there were no reviews of text 
ideas following the reading of the informational 
text. This may have been due to the length of the 
book and the time taken before and during the read- 
ing. Three teachers, however did suggest follow up 
activities, such as directing children to look for 
shadows or to play shadow tag games outdoors. 
Here is one example, 

T3: Can you think of something you're going 
to look for on the way home from 
school? 
C: Shadows, 

T: And when we go on the playground to- 
morrow, we can look for some more — 
C: Shadows. 

Suiiiinan^ of Iiifoniiatioiial 

Tfext Reading 

The teachers' reading of the Shadows text in- 
cluded comments, questions, and strategies for 
elaboration that viere similar in some ways to their 
r^^ading of ihe stoiybook. They discussed the book 
and asked purpose setting questions, but they pre- 
pared children mainly by demonstrating relevant 
i^oncepts and discussing children's experiences with 
the opic. During the reading of the text, teachers 
elaborated, principally through demonstrations and 
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discussions of book pictures. They asked many 
questions that were in the book, as well as a few of 
their own, which led to further elaboration. After 
the reading, some teachers made suggestions about 
possible follow up activities. Overall, vocabulary 



and concept uuilding were achieved by soliciting 
children's responses to pictures and through dem- 
onstrations, rather than through definitions or talk- 
ing about the text. Thus, these presentations 
focused more on visual than verbal representations 
of the text. A summary of the techniques used for 
the informational text appears tn Table 2. 

Picture Phrase liook Reading 

In presenting picture phrase books to kinder- 
garten children, the teachers asked considerably 
fewer questions than they did for the other texts. 
However, they involved children in shared reading. 
These differences were not unexpected, consider- 
ing the book's length (six pages) and text simplicity 
(three or four words to a page). 

Before Reading the Pieture Phrase Book 

Children were given book information and 
some added goals for listening to the book. This 
information was quite different from that used for 
the other books. One teacher informed children 
that they were really going to like the book because 
it was one they could learn to read. Another teacher 
remarked, ^ I would like to read it first, and Td like 
you to look at the pictures and maybe someone will 
know the words." 

Generally, teachers directed the children's at- 
tention to the cover page and asked them to read the 
title. One teacher had the children put the words 
from the title, which she had placed on cards, into 
the correct order. 

T6: Maybe we can try together to figure out 
what it says. 

C: Time 

T: Time- 

C: To get up. 

C: For 

T: For- 

C: Bed. 

T: Tune for Bed is the name of this story. 
Raise your hand if you can tell me what 
the picture on the cover shows. (She 
calls on several children who describe 
the picture.) 
T3: How many words are there in the title? 



Table 2 

Gutdeiines for Classroom Reading 
of Informational Texts;© Children 

Before Readng 

• Determine children's level of understand- 
ing of the topic presented in the text 
through methods such as leading a dis- 
cussion about the picture on the cover or 
children's experiences with the topic. 

• Provide demonstrations of difficult 
concepts. 

• Set a purpose for listening, 

• Establish a link between children's experi- 
ences with the topic and what tliey will be 
learning from the text. 

During Reading 

• Ask questions periodically to check chil- 
dren's understanding of the text. Ques- 
tions that actuaily appear in the text might 
provide excellent opportunities for discus- 
sion and demonstration of the topic. 

• Extend new concepts to children through 
demonstrations, concrete examples^ or 
pictures while reading the text information. 

• Encourage comments about the demon- 
strations and pictures so that children talk 
about unfamiliar concepts. 

• Provide suggestions about activitrei5 chil- 
dren might engage in later that will encour- 
age them to explore the topic further 

After Reading 

• Allow children to ask questions about the 
text. 

• Help children see how informational text 
can be used to learn more about their own 
world. 

• Offer follow up activities that will tie text 
concepts to children's experiences. 
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C: Two. 
C: Three. 

T: Are there two or three? 
C: Three. 

T: Three words. I have three words here 
(chalk tray), but 1 don't have them in the 
right order. That's one of the words in 
the title, this is one of them, and that's 
one of them. I didn't put them in Ihe 
right order, because that doesn't say 
"Time for bed" 

C: For bed time. 

T: Thomas, do you want to see if you can 
get them in the right order? If I want it 
to say Tmi€ for Bed. I need it to start 
over here. That says Time.'' What does 
that say? 

C: "J^rbed" 

T: And now, who will read it for u<i? 
Benjamin? 

C: Time for Bed 

Another teacher diseussed the title in relation 
to the cover picture. 

T 1 : How do you know it's Time for Bed? 
C: He's got his pajamas on. 
C: And his teddy bear. 
C: And his cover. 

Instead of character development, teachers had 
children discuss their own bedtime routines or 
other related experiences. One teacher began, "^rd 
like you to close your eyes for a minute and think 
about when you go to bed. What is your time for 
bed? When you're finished thinking about your 
time for bed, open your eyes and we'd like to hear a 
little bit about your time for bed. Justin, ean you 
tell us what you do when it's your time for bed?" 
She then called on children one by one to share 
their bedtime routine. 

Durii^ the Readii^ of the Picture Phrase Book 
The simplicity of the storyline kept teachers 
from making comments or asking comprehension 
questions. Instead, some teaehers r.sked children to 
read words by looking at the initial letter This is 
illustrated in the next example. 

T3: (Child has misread, saying ''Read a 
book" for "Read a story.") How do you 

6t> 



know it isn t "book' ? This says "read" 

and this says "a.'' How do you know that 

isn't "book''? 
C: 'Cause it's a story. 
T: 'Cause it's a story. How do you know 

that it's a story? 
C; Because there's no "b.** 
C: Because it starts with "s." 

After Reading the Picture Phrase Book 

Although two of the teachers briefly reviewed 
the text with the children, most teachers extended 
the book topic with several postreading activities. 
One teaeher reread the story and then had children 
"pretend to do the things that it says." Another 
teacher directed, **ril read a line and you read a 
line. Let's see if we can all read it together." Others 
had children discuss what they would do at their 
own bedtime. One teacher had children discuss al- 
ternative event sequences at bedtime. 

T6: If we were going to change this story, 
we'd have to make sure that brushing 
your teeth comes before climbing into 
bed. How about after you lie down, get 
tucked in, say nighty-night— can you do 
that before you read a story? 

Finally, one teacher saw an opportunity for 
focusing on the pnnt by having the children engage 
in a small group activity during their Center Time. 
The activity involved the use of rubber stamp 
letters. 

T2: We re going to take this book back to the 
table, and I have a brand new, never be- 
fore been used, set of letters. They're 
very special. We're going to make the 
word ''bed." We're going to make some 
other words that are a lot like bed, 
words that you sang about. 

Sumiiiao' Picture Phrase 
Book Reading 

With the picture phrase book, several teachers 
began by discussing the children's own bedtime 
events, whereas others had children figure out from 
the cover what the title ought to be or reorder words 
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in the tide. During the reading, teachers had chil- 
dren look at the print, try to read the text> and an- 
swer word recognition questions. After the reading, 
they had children act out the events, discuss the se- 



quence of events from the book fas well as alterna- 
tive sequences), and reread individually or as a 
group, A summary of these techniques is found in 
Table 3. 

The Importance of Reiidiiig 
to Children in Kindergarten 

Our analyses of the transcripts indicate that 
kindergarten teachers use a number of techniques 
to foster kindergarteners' understanding of books. 
They provide opportunities for listenings interpret- 
ing, and discussing text relationships, and they flex- 
ibly adjust the responsibility for reading depending 
on the difficulty of the text. Although the tran- 
scripts contain more examples of interactions be- 
tween teachers and students (see Mason et al,, 
1988; or Mason, Peterman, & Kerr, in press, for 
fuller reports), we hope the sample examples dem- 
onstrate ihat teachers can interject effective com- 
prehension and word recognition activities as they 
read different types of books to their students. 

Although it is obvious that our six teachers 
fostered word recognition by pointing out words 
th^ thought children might know, by having them 
use the initial letter and context clues to figure out a 
word, and by having children reread the text with 
them, it is not so obvious how they fostered com- 
prehension. We believe they did so in three ways. 
They (1) helped children tie new text information to 
their own experiences, (2) provided opportunities 
for children to restate text concepts, and (3) took on 
more responsibility for comprehension when the 
text was difficult and gave children more responsi- 
bility ^ /hen the text was easV, We believe that these 
tech.iiques, which engage children in book talk 
while they listen to t3ooks, are important experi- 
ences for young children. We elaborate on these 
three summary points next. 

First, book reading facilitates connections be- 
tween text information and children's background 
experiences. One approach is to direct children to 
talk about their own experiences. This occurred 
here when children talked about what they did be- 
fore going to bed or during supper, and when they 
were reminded of experiences they shared at 
school- A similar approach is to encourage children 
to make unsolicited comments about text that de- 
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Guidelines lor Classroom Reading 
of Picture Phrase Books 

Before Reading 

• Let children know that these books are 
ones they wil! be able to read if they listen 
and look carefully at pictures and print. 

• Have children attempt to read the print on 
the cover Talk about words they already 
know. 

• Let children predict what the book might 
be about based on the title and the cover 
picture. 

• Have children talk about their own experi- 
ences that are related to the book topic or 
theme, 

• If children cannot see the print, provide 
multiple copies or enlarge the book. 

During lading 

• Allow children who are able to read along. 

• Challenge children to identify words in the 
text, 

• Ask children how they are able to recog- 
nize the words they have identified. 

After Reading 

• Briefly review the content of the text, draw- 
ing upon the experiences of the children to 
highlight specific events or sequences. 

• Reread the text, having the children join in 
as they recognize the words* 

• Let children explore the print by having 
them attempt to write words from the 
book, 

• Extend the presentation by having chil- 
dr^^n act out the text, draw pictures to go 
along with the text, or compose a similar 
text, 

• Provide opportunities for children to read 
the book on their own. 
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scribes their experiences. Another approach* which 
was prominent in the expository text lessons, is to 
create an experience for children to discuss through 
demonstrations and by staging a shared activity be- 
fore reading the book (such as playing shadow tag). 

Second, book reading encourages children to 
talk about book information. We noticed four ap- 
proaches. Teachers ask questions about text words, 
phrases, and ideas that need elaboration or high- 
lighting. Questions can be about word meanings, 
text comprehension* or picture labels. Teachers 
hold discussions that help children to differentiate 
new from old information and to comment on new 
concepts. Demonstrations and good questions stim- 
ulate many such comments and responses. Teach- 
ers ask questions that require thoughtful responses, 
such as explanation, prediction, defmitions and in- 
ference. They also solicit children*s descriptions of 
their own text related experiences. 

Third, book reading sessions are adjusted to 
give children an appropriate amount of responsibil- 
ity With a difficult text, teachers assume most of 
the responsibility They are likely to do all of the 
reading and demonstrate and explain most of the 
text ideas. They have children do easier things^ 
such as point to pictures, label pictures, give yes or 
no answers, or complete their sentences. They also 
verbalize general concepts and simply ask children 
to poir*. to or name examples. With a moderately 
difficult text, teachers are likely to read the entire 
text aloud* but have children go beyond ""what" in- 
formation into explanations, predictions, and inter- 
pretations. With an easy text* teachers are likely to 
involve children in the reading, solicit their com- 
ments* react to their suggestions, and affirm good 
responses, 

\^ried and rich book interactions that are tai- 
lored to the type of book expose children to rr any 
written language ideas. Children learn about infor- 
mation in books and will be introduced to written 
language concepts before they are readers. We 
think these experiences will pay off later when chil- 
dren read independently because they will be better 
equipped to understand the texts, to monitor their 
understanding of them, and to juxtapose their own 
experiences beside the information they read. 
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CMAPTEK SIX 



Emergent Writing in the Classroom: 
Home and School Connections 

Elizabeth Stilzby 
William I LTcalc 
Georjie Kanihorclis 



In this chapter. \vc focus; on \\*iys that tcaehcni 
can encourage in the classroom the kinds of 
rending and writing itcti\'ities that children do 
in '^literacy rich lioniesir Our focus is on writ* 
ing* as well as the reading that bikes place dur- 
ing writing. 



A challenge for early literacy education is 
deciding when evidence from research on 
literacy acquisition in the home is relevant 
to what should be done in schools. Researchers and 
educators looking at what children do in '^literacy 
rich homes" have noted that some children engage 
in reading and writing activities quite freely in 
homes that encourage these activities in casual and 
playful ways. This research seems to offer impor- 
tant, but not direct, insights into how schools can 
encourage all children to use literacy that freely. 

In this chapter, we describe decisions teachers 
have made that are intended to build upon and en- 
courage children's emergent literacy, and we ex- 
plore ways that the resulting classrooms are similar 
to and different from so called literacy rich homes. 
The chapter has two parts- recurrent themes that 
have been seen in the home and activities teachers 
can use in schools. Our focus is on writing, but 
that, by its nature, includes the reading that takes 
place during writing. 

We do not think the classroom should be just 
like a literacy rich home, but we do think lessons 
can be learned by comparing children's writing be- 
havior in the two settingf^. Certainly, all homes and 
all schools differ. We have no evidence that a par- 
ticular kind or degree of literacy interaction in the 
home guarantees any kind or degree of literacy in- 
teraction in the school. From our observations, 
however, we have concluded that children who have 
had frequent opportunities to write and read emer- 
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gently at home are more likely to enter conven- 
tional literacy as confident* risk taking readers and 
writers. We are concerned about children who have 
not had these rich opportunities, yet are often 
placed in instructional programs that ignore their 
previous experiences. 

Studying home literacy raises the issue of how 
one goes from evidence from a home environment, 
in which no curriculum guide directs the parents on 
how to spend literacy related time with their chil- 
dren, to a classroom situation in which the teacher 
purposefully assumes responsibility for teaching/ 
guiding children to read and write. Currently, there 
seems to be a lot of controversy about the role of 
instruction in emergent literacy. Do we siriiply 
leave children alone to develop, do we provide in- 
strucdonal encouragements to individual children, 
do we provide direct lessons about how writing 
works to all children Just as general information, or 
do we try to hurry children along the developmen- 
tal paths that research is uncovering? 

Research in the homes of families of all income 
levels (Anderson & Stokes, 1984; Bissex. 1980; 
Doake, 1982; Sulzby & Teale, 1987: Taylor, 1983; 
Taylor & Dorsey-Gaines, 1988; Teale, 1984, 
1986a, 1986b) has provided rich descriptions of 
home literacy. An interesting question is whether 
these descripr.uns can or should lead to prescrip- 
tions for the classroom. Philosophers have long de- 
bated this kind of topic under the rubric of "going 
from is to ought? Many people say that there is no 
logical way lo get to prescription from description. 
Classroom teachers, however, have been willing 
and committed to prescribing, which some have 
called moral, rather than purely logical. 

We think that the direction and character of 
children's development provides a sufficiently 
reasonable basis for building recommendations 
for classroom teaching. This teaching, in order to 
be developmentally appropriate, should include op- 
portunities for children to read and write freely 
without formal instruction. Although some teach- 
ers have interpreted this idea to mean that a literacy 
rich environment is all that is nec^ded, Teale (1987) 
noted that the so called natural development we see 
in homes includes teach ingyiearning situations, 
many times including direct explanation or instruc- 
tion. Thus, we have concluded that classroom 
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teaching should include not only a literacy rich en- 
vironment, but also some guidance toward further 
development of literacy, including direct teaching. 

We have noted from our classroom observa- 
tions that many teachers influenced by emergent 
literacy research teach in far more direct ways than 
most parents teach, even though these classrooms 
may appear very child centered and unstructured. 
A danger of encouraging teachers to provide direct 
instruction in emergent literacy, given our limited 
knowledge of what good teaching strategies look 
like, is that we might pressure children in develop- 
mentally inappropriate ways. 

We believe that in good classroom instruc- 
tion, young children need to be encouraged but 
not pushed or pressured. ^ interpret the concept 
of pushing in much the same way many classroom 
teachers do. When one of us offers a suggestion for 
what appears to be a next step in development, and 
the child bursts into tears or withdraws, we assume 
we are pushing the child unduly, and back off with 
our suggestions. Tears and frustration can be posi- 
tive parts of development when they come from 
children's own initiatives and explorations, but we 
avoid being the cause of them. In our current re- 
search efforts, involving observations of children 
overtime, we are attempting to chart when teachers 
can be fairly certain that il is time for a nudge for- 
ward. (We use "nudge" to indicate a nonpressuring 
push. *Tush'* and "nudge" aren't technical terms 
here; they are used to disdnguish between pressur- 
ing and nonpressuring styles of interacting with 
children.) 



Children's Writing 

ill Literacy Rich Homes 

Considering these assumptions, lei tis examine 
what we know about literacy development in the 
home and how teachers have applied knowledge 
about children's literacy development in the home 
to the school setting. Overthe past few years— with 
the help of inspirational parents, teachers, and chil- 
dren-we have been investigating how instruction 
fits with natural development. 

How do children write in literacy rich homes? 
It is possible to construct a long list of features, 
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which researchers have already reported in detail, 
but here are five particularly important themes. 

• Children's writing is often transient -it 
comes and goes. 

• Children's writing is a sign of their power 
and is negotiated with parents and other 
adults. 

• Children's writing takes m^iny forms; kin- 
dergartners move across these forms easily. 

• Children get engrossed in major multimedia 
constructions that may take days to com- 
plete. 

• Children use writing for aesthetic creation. 
Explanations and examples of these themes follow. 
Notice that many of the examples used illustrate 
more than ^ single theme. 

Transience. As Taylor {1983) has pointed out, 
many limes you must watch fest to catch children 
writing at home. Their writing events are often 
transient— a mark here ^nd a mark there. They may 
call a few lines of scribble a story one moment and 
call those same lines a letter to Grandma the next. 

Each of the writers of this chapter is a parent as 
well as being a researcher of literacy in the home. 
We have observed the kind of transience Taylor has 
written about and a different kind of transience- 
that of children's shifting interests. Children often 
explore writing for days and weeks on end. and 
then seem to abandon it for another interest* such 
as block construction, endless games of hide and 
seek, or doll play. Then their interest in literacy 
may return, but be concentrated on some other as- 
pect of literacy, such as storybook reading. Still 
later, they may start writing again. 

As with the general interest in literacy activi- 
ties, children's use of various forms of writing also 
demonstrates transience. Individual forms (draw- 
ing, scribble* letter strings, invented spelling) may 
be used* abandoned, and used again. This tran- 
sience seems to be rooted in the structures and 
functions of the writing tasks in which children are 
involved. A more detailed discussion of transience 
of forms of writing follows. 

Power. Children's writing is often seen as a 
sign of a developing sense of self and one's own 
power. If >ou give markers to eighteen month old 
toddlers, they will mark on a paper (or anything 
else that's handy), see that mark, be intrigued by it. 



and go back and do it again. This affinity for mark- 
ing seems to be related in important ways to chil- 
dren's growing awareness of themselves as 
agents— as people who can make things happen. In 
the case of a toddler's markings, the child is leaving 
a trace behind. This notion of a trace is an impor- 
tant aspea of writing. In our culture, writing is an 
important means by which we make our thoughts 
and words permanent enough to be seen by our- 
selves and others. The trace becomes a symbol for 
self and the power of agency. 

In homes with an abundance of writing materi- 
als and where adults write in front of children for 
reasons that seem to be intriguing, children will 
continue to write throughout their preschool years. 
Moms, dads, other relatives, and family friends get 
involved in children's use of writing. Such adults 
often encourage young children to write, showing 
them how to write their own name or common 
words. These encouragements almost always are 
models of conventional orthography. 

But as soon as other people enter the picture 
with their encouragements, they also bring their 
own points of view and constraints. Parents typi- 
cally feel they have to exercise some control so that 
their children do not scribble all over ever thing. 
Children's sense of self and power is tested in inter- 
esting ways in self-other negotiations that vary 
from support to opposition. Snow and Ninio (1986) 
discuss how children learn to handle storybooks 
through their negotiations with parents. Negotia- 
tions concerning writing also are part of family life. 
Just as parents and children negotiate about what 
storybooks are and how storybooks should be han- 
dled. Mom and Dad work hard to ensure that their 
little ones do not destroy family propen ' by their 
eager scribbhng. 

This sense of negotiated power continues 
across the years, being reworked at many points of 
development. Not all negotiations are constraints 
such as stopping a child from scribbling on a table- 
cloth. When children try to write, parents often try 
to helpv but children sometimes resist that help. 

have begun to appreciate the importance of 
the young child being able to work through times of 
frustration in literacy development, por instance, 
while reading a fevorite book at home, a six year 
old girt realized that she could sound out words and 
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recognized that there was an order to the letters of a 
word that corresponded to its spoken sounds. When 
she was trying this new feat on her own in reading, 
she seemed excited and motivated. When her 
mother tried to help her use this knowledge to write 
phonetically, however, the girl became frustrated, 
burst into tears, and ripped up her paper Mom rec- 
ognized that her help was being received as push- 
ing. She stopped giving suggestions, and the two 
went on to something else. A few day;* later, the 
child became frustrated when trying to write with- 
or\ iicr mother's help. Her moiher watched to see 
what would happen, and soon the child pushed 
through the frustration and wrote the words she 
wanted to write. Then she came to her mother, dis- 
playing her writing proudly, confident in what she 
had written. 

We interpiet this as part of the child's use of 
personal power. A day later, her mother was able to 
suggest types of words that she felt the child would 
find easy to write given the kind of knowledge she 
"iad demonstrated earlier At this point, the child 
was willing to grant power to the adult that she had 
denied earlier; the help was perceived as a develop- 
mental nudge rather than a push. 

This same scenario is played in many different 
guises in homes in which childien are encouraged, 
but not pushed* to write. The child explores writing 
and encounters successes and frustrations. It ap- 
pears that both successes and frustrations are com- 
mon and accompany advances toward higher levels 
of literacy. Bissex (1980) lecounted how her son 
Faul used signs and messages to signal his frustra- 
tion with social situations (rudf? and DO nat 
MW.tN ANE.MOR.JSTXETL.KEs— Are you deaf? and 
Do not come in any more— just little kids). These 
examples suggest that we need to attend both to the 
kinds of help we give and how the child reacts to 
the help, 

WtiTing with many fonm. Outside of school, 
young children use many different writing forms. 
The five most common are scribble, drawing, non- 
phonetic letter strings, phonetic (or invented) spell- 
ing, and conventional orthography. Often children 
use a number of these forms in the same piece of 
writing. They may, however, use forms beyond 
these five. Recently, in a school setting (Sulzby, 
1988), one five year old kept mentioning "Siamese'' 




as a way of writing. Later he wrote a story. When 
he read it, he had used letter strings that had been 
crossed out, drawing, and lines of scribble. He also 
had used three series of dots joined by lines. These, 
he explained, were Siamese, When an adult asked 
him to '*tell me about Siamese,*' he described 
Braille. 

Let us examine the ages at which the five ma- 
jor forms of writing typically appear in home writ- 
ing. Two year olds use scribble and gradually 
diffeientiate their scribble into scribble for writing 
and scribble for drawing. As their drawing begins 
to appear recognizable, their scribble also begins to 
look more distinctively like writing. Many three 
year olds use letter like featuies in their scribble 
and also begin to form conventional looking letters. 
Then they may compose stories or personal mes- 
sages with letter strings and go back and forth 
among scribble, drawing, and letter strings. Chil- 
dren also may begin to produce conventional look- 
ing words such as their own name. Mom, or Dad. 

Well after they aie able to produce conven- 
tional looking letters, i»ome children invent pseudo- 
letters for "fast writing." As early as age four, a few 
children use some phonetic lepresentation, usually 
when attempting to write isolated words, A few 
more children begin to use phonetic or invented 
spelling at age five, and as the fifth and sixth years 
progress* more and moie children begin to use this 
form of writing. 

When thinking about these fomis of writing 
and what they say about children's development, 
however, we must consider what childien are doing 
with them. In the home, children often have com- 
municative functions to perform, even if they are in 
fantasy play. Occasionally, however, children seem 
to be writing just to be writing. Researchers have 
pointed out that* in order to understand a gwen 
form of writing, we need to observe how it seems to 
function for the child. Sulzby (1985c, Sulzby, 
Barnhart, & Hieshima, in press) has paid particular 
attention to whether children seem to be composing 
while producing the written form and to how chil- 
dren's rereading seems to relate to the form of writ- 
ing used. 

From our earlier description of the forms of 
writing, it would appear that there is a developmen- 
tal progression from scribble and drawing to non- 
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phonetic letter strings to invented spelling and 
finally to conventional orthography* This is not en- 
tirely true. Instead, children often move back and 
forth across the forms of writing well into first 
grade. The composition and rereading behaviors 
children use are critical for assessing the level of 
writing. Often, when children compose a compli- 
cated piece such as a many paged story, they revert 
to lower appearing forms such as scribble or draw- 
ing. In a somewhat similar vein, children wjio fol- 
low scribble with their finger while rereading, who 
are able to make the speech sound like reading, and 
who end their story when they reach the end of the 
scribble are showing a very advanced type of liter- 
acy behavior, despite the use of a so called lower 
form of writing. 

Even more intriguing developments take place. 
Some children who write conventional pieces of 
writing may give quite unusual interpretations to 
how these pieces function as writing. Ferreiro 
{1986; Ferreiro & Teberosky, 1982) has described 
a period during which children seem to conceive of 
certain letters as belonging to or representing cer- 
tain people or objeas. These letters are almost al- 
ways the first letters of the person's or object's 
name. This kind of one letter per unit writing might 
appear and be confused with the one letter per syl- 
lable writing children use later. Later in develop- 
ment, after chiidren use full invented spelling 
mixed with conventional orthography, some chil- 
dren use one letter plus a period to stand for abbre- 
viations. 

Engrossing constniaions. While writing at 
home often takes place as a fieeting mark on a 
newspaper or on the corner of Moms or Dad's gro- 
cery list, young children also may get intrigued for 
long periods of times in multim^ia constructions. 
These ventures may include constructing houses 
made of paper, popsicle sticks, or cardboard boxes; 
drawing decorations; and adding other kinds of 
marks such as scribble or strings of letters and 
drawings that are treated as pieces of writing. 

Ruth and Katie constructed an eight page story 
when they were four and five, respectively. First, 
each drew a page of two separate stories. They 
taped the pages together, and Katie began to build a 
story across the pages. Soon afterward, Ruth physi- 
cally and verbally pushed Katie aside and created 
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her own story across the pages* Then they began 
working together, adding other pages and planning 
the structure as they went along. The plans were 
pliable, with the characters constantly changing, 
until Katie cut out a bowl of cat food* That led to 
cutting out a cat and a dog. Soon fiowers and doors 
appeared. They applied a rolled up pif^ce of tape to 
each cutout so they would be movable, and soon 
they were marching the characters and props up 
and down the multipage story. 

One time, Katie led the cat to cat from the cat 
food bowl. When the cat was finished, Katie taped 
the food to the cat's stomach to show that the food 
was eaten. Thereafter, the food accompanied the 
cat in its marches across the story. 

The girls played with this story for days, em- 
bellishing it at times but often calling one another 
back to the original conception. When Ruth was 
not present and Katie alone reenacted the story for 
others, she sometimes framed the story with an 
elaborate setting. She turned down the lights in the 
kitchen, focused a fiashlight on the text, and intro- 
duced the relevant objects and characters before 
proceeding with her narrative. 

No letters or scribble were ever added to the 
story, yet the girls' speech as they narrated the story 
often sounded like oral reading intonation. In addi- 
tion, the story's structure was clearly literary in nat- 
ure. 

Dyson (1984, 1985, 1988) has repeatedly 
noted how children move across media in construc- 
tions in school settings. She also has argued that 
this type of activity creates tensions within the 
child's thinking about literacy that eventually en- 
hance development. Katie iind Ruth provided a 
home-created analogue to the school situation Dy- 
son has reported* 

Aesthetic creation. In general, aesthetic crea- 
tion in language results from playing with lan- 
guage, making pleasurable things with it, and 
exploring its possibilities for expression* Examples 
abound of poetic language in the everyday speech 
of young children. Chukovsky (l%3) has provided 
many examples of children's aesthetic language 
such as, Xan't you see? I'm barefoot all over," 
**Please dont cut down the pine tree. It makes the 
wind," **There's only a small piece of cake, but it's 
middle aged." 



while much less evidence of aesthetic lan- 
guage in children's emergent written language has 
been published, more is currently being noticed. 
Often this evidence reflects the close, rich, and 
complex relationship between oral and written lan- 
guage development. Typically, adults have to main- 
tain sharp eyes and ears to find the aesthetic aspects 
of written texts, and they have to attune themselves 
to the emergent forms of writing used by children. 
On the other hand, less sharp eyes are needed to 
witness the pleasure that children take in their in- 
ventions. 

Even when children are focusing on graphic 
form rather than content, they may transform the 
forms, Gardner, Wolfe, and Smith (1975) provide a 
wonderful example of young Molly's digression as 
she practiced writing her first name, 

IMolly] begins by carefully forming a 
large M. »he first letter of her name, 
which she is diligently learning to write. 
Her relative unsophistication in the 
graphic medium leaves her open to sug- 
gestion and she glimpses another possi- 
bility in the large letter form. Closing the 
giant M at the bottom, she creates a "tab- 
bit*",,.. "Ropsy, the talking rabbit,** Fold- 
ing the paper up so that the rabbit is like 
an actor she remarks* in a tiny voice, 
"Hello. I am Flopsy the talking Rabbit, I 
live with my brothers in a tiny house in 
the woods,. ,"(p, 20), 

The authors interpreted this event in terms of 
Molly's "sense of pleasure and power at being able 
to put herself on paper^ as shown both in this in- 
stance and in other stories and dramatizations in 
which she had used a rabbit or herself as a rabbit. 

When children write connected discourse us- 
ing forms that range all the way from scribble and 
drawing to invented or conventional spelling, they 
often compose graphic texts with aesthetic quali- 
ties. Similarly, they reread their texts with many 
formal qualities-rhythm, rhyme, intensification of 
form through repetition, surprise through subtle 
variation, onomatopoeia, and emotional impact 
caused by stirring up the senses. The story by Ruth 
and Katie is an example of a text consisting of 



drawing; the text and children's reactions to it were 
clearly aesthetic in nature* 

In their aesthetic written texts, children some- 
times focus on meanir^ or content as mtKh as or 
more than they focus op graphics and sound. Some 
children combine writing forms to create aesthetic 
texts replete with evidence of some fairly sophisti- 
cated understanding of figurative language based in 
relationships of meanir^s. The contents of the texts 
are often related to the children's total language ex- 
perience. 

Recently, five year old Jake saw a dump truck 
on the road with a picture of the earth as its logo. 
He asked wlty the ^ruck had the world on it. His 
father launched into an explanation of words with 
two or more meanings that he thought his son 
might understand. He explained that our planet has 
two names -world and earth, and that earth has two 
meanings— the world and dirt. Furthermore, he ex- 
plained that the people who owned the truck proba- 
bly thought that since they hauled earth (meaning 
two) that it would be neat to use the earth {meaning 
one) to show what their business was. 

The look on Jake's fece made the father fear 
that he had completely failed in his explanation. He 
asked his son if he understood. The response was 
quick and indignant: "HDf course. Dad, you said that 
the world has two meanings, the earth and dirt,"" 
Later that day, while occupying himself in his own 
room, Jake produced a drawing of a truck. It had a 
picture of the earth on its body, and it was labeled; 
"wrld tnik,"* Aesthetic understanding learned in an 
oral language situation was imported into Jake's 
writing, replete with roots of double meanings, im- 
agery* metaphor, and surprise. 

Thus, many features characterize children as 
verbal artists. Child artists also have some knowl- 
edge of the tools available in the language for the 
production of certain effects. They have some sense 
that there are costs and benefits to using some tools 
at the expense of others. Finally, children give evi- 
dence of deriving pleasure from their creations and 
of expecting others to take pleasure in them as well. 

In summary* these five characteristics -tran- 
sience, power, writing with many forms, engross- 
ing constructions, and aesthetic creation— seem to 
capture important parts of children's literacy devel- 
opment in some, but not all, literacy rich homes, 
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As parents watch children develop as writers and as 
readers of their writing, they notice that the chil- 
dren do not seem to go through a straightforward, 
stage like development from an immature form to 
what looks like a mature form. Instead, children 
may seem to go back and forth across different 
forms of writing and reading. Often children show 
great interest in literacy and in writing, coming 
proudly to display their writing to parents and other 
members of the family. At other times^ though, 
they seem to have absolutely no interest in literacy. 

Another key feature of home literacy is the feet 
that children shift from the fleeting events of liter- 
acy of the toddler age into long periods of en- 
grossed writing and reading. At times, young 
children read many different versions of a story or a 
description relating to one piece of writing they 
have constructed. At other times, they repeat the 
same composition over again to the same piece of 
writing. And always, they are working out the is- 
sues of who they are, of making a powerful impact, 
and of resolving conflicts— even the conflict of how 
many legs to put on an E. 

The key issue here is that in homes children 
often are given sufficient time to deal with activities 
so they can experience them at many levels across 
time. And, often, the literacy events are aestheti- 
cally pleasing or entertaining, and not Just func- 
tional on an information exchanging or task 
performing level. 

Children's Writing in Schools 

As we described what children do in literacy 
encouraging homes, we carefully indicaied that 
children are interacting with a few interested adults 
and maybe a few siblings. For many children, this 
may be one or two parents and no siblings* Now 
let's think about schools* When we encourage chil- 
dren to write in a typical kindergarten classroom, 
we set up an entirely different social situation. 
Imagine twenty-four children, all about five years 
old. They see many other children their own age 
writing. And usually there is only one teacher 
What does writing in these classrooms look like? 
What kinds of support and conversation go on 
about reading, writing, and children's other inter- 
ests? 



Classrooms vary, of course. In some class- 
rooms, writing is not encouraged, except for some 
copying and letter formation exercises. The teacher 
is in charge, giving direa instruction. Most of this 
instruction is about *1jasic" skills* Such classrooms 
appear to be antithetical to encouraging the themes 
that take place in literacy rich homes. Children are 
often taught how to form their letters, how to hear 
sounds in words and how to write their names as if 
they know nothing. Many times, the instruction not 
only is misdireaed relative to children's develop- 
ment, but also seems to interfere with the children's 
creativity in composition and control of written lan- 
guage. Most destructive, we think, is the assump- 
tion that children cannot write (that is, cannot 
compose) until they have mastered the mechanics 
and that the only way they should write is through 
conventional orthography. 

In other classrooms, we see abundant writing, 
with children's emergent writing forms and func- 
tions being accepted and encouraged. In some of 
these classrooms, writing shows up in discrete as- 
signments or situations* In others, writing and 
reading occur throughout the entire day, being 
woven into activities in a seamless fashion. Both 
kinds of teachers are integrating writing into the 
curriculum but in distinctly different ways (Buhle, 
1987). 

In a sense, all teachers who integrate writing 
into the classroom are trying to capitalize on what 
goes on in literacy encouraging homes. Yet, they 
must realize that school is a different setting with 
its own unique qualities, and they must organize lit- 
eracy activities accordingly* What ties these teach- 
ers together is that they encourage and legitimize 
writing in the classroom. 

Although it is impossible to prescribe fully 
what teachers should do, we do recognize methods 
that seem to support children's emergent literacy. In 
this section, we describe some of the techniques 
teachers are using in an attempt to create literacy 
rich classrooms, and we relate them to the themes 
observed m the homes. These teachers use numer- 
ous activities to invite children to write in emergent 
ways. The activities, described here in isolation, do 
not show how some teachers integrate them across 
the day and curriculum. 
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Activities to Invite Writing 

One simple guideline is best: In situations 
where a teacher would ordinarily invite an older 
student to write, the teacher should invite a (cinder- 
gartner or first grader to write as well, being sure 
to invite them to "do it your own way^ If a teacher is 
uncomfortable with this broad guideline and wants 
a technique to formally introduce writing to begin 
the year in kindergarten, Sulzby (1988) suggests 
eliciting and modeling five major forms in the con- 
text of an invitation to "Write me a story about any- 
thing you want to^ 

Gettii^ Started 

How can we get children started writing in the 
kindergarten as easily as they do in literacy rich 
homes? Many people are still shocked at the ease 
with which children of kindergarten age (or even 
younger) write if they are invited and if the fomis 
of writing which they prefer are accepted. Kinder- 
garten is the first year of most public schooling, 
and it is a period during which young children are 
still using emergent forms of writing and reading. 
Therefore, we have done most of our research in 
kindergarten classrooms, and we have developed 
ways to invite children to write and read emer- 
gently in those classrooms. 

From working with and observing in hundreds 
of classrooms, we can say confidently that all kin- 
dergartners reared in a literate culture can and will 
write. Sulzby (1988) offers some simple tips. First, 
and most important, a teacher must accept the 
forms of writing and reading children use. Second, 
and almost as important, make your request simple 
and straightforward. If you v'^.nt children to write, 
say, "^Write a story;* or "Write a letter to your 
mother" Then ask the children to read what they 
have written: **Read us what you have written." A 
third guideline is to use the reassurance, "It doesn't 
have to be like grown up writing. Just do it your 
Own way.*' 

Storywriting 

Inviting children to write their own stories is a 
key activity used in emergent literacy classrooms. 
Stories are a form of connected discourse, and chil- 
dren will use a fuller range of emergent writing/ 



Figure 1 

Darla's Scribble Story and Rereading 




Darla 
2/2^/86 



I... ride my bike to my friend*s house and then 
when Tm ready, it's time to go home on my 
bike. And then I go home on my bike. And 
then I go home to see if anybody came for 
something, and if nobody came for something 
1 1 think what, what I wanted to do. And, and I 
think of something to do and then when I get 
to my friends house the little boy al- 
ways scares my little bears when 1 am there. 

Darla 
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Figure 2 
The Girl Who Wanted a Friend, 
with Translation 

WIN'- ^-'^'^^''S^^n^'^^^'^^V 



There on,:e was a little girl 
and she wanted a friend. 
One day a little boy 
came by. Hi, I want a friend. 
Well, I wanted a friend too. 
Well, let's be friends, okay? 



rereading forms in connected discourse than they 
will in wrif'ng isolated v;ords or short phrases. Fig- 
ures 1 and 2 ^how two examples of kindergartners' 
.^tories, one in scriVuIe and the second in readable, 
invented spelling. Also shown are transcripts of the 
two stories. 

Some teachers encourage storywriting as a 
once a ;^^^ek activity with little followup except dis- 
playing the children's writing. Others use story- 



writing in a modified process writing format, 
moving from having children first share their sto- 
ries individually with a receptive teacher to having 
them share in groups with the other children. 

Children like to see their work displayed but 
they also like to take it home. When childici, first 
begin writing in the classroom, they need to share 
with the teacher fairly often. The teacher under- 
stands the importance of their emergent writing and 
rereading forms and sets the atmosphere for chil- 
dren to honor one another's writir^ attempts. It is a 
good idea to display the writing of all children. As 
the year progresses, teachers can vary what chil- 
dren do with their work, but always should honor it 
in some way. Some teachers encourage children to 
keep writing folders, others '^publish" some pieces, 
and others display writing on bulletin boards or 
clothes lines. 

It is amazing to see children's reactions to how 
teachers treat their writing. For example. Otto and 
Sulzby (in preparation) found that a group of pre- 
schoolers identified as academically able wrote 
only skimpy stories when the teacher was keeping 
all the stories for research purposes but not display- 
ing them in the classroom. These same children be- 
gan writing and creating long, multimedia 
compositions as soon as the teacher began sending 
stories home for the children to share with their 
parents. 

Storywriting has been discussed at length al- 
ready, but we have not discussed stories as stories. 
Stories, whether realistic, autobiographical, or fan- 
tasy, are wonderful avenues of creation for hildren 
(McNamee, 1987;Raley, 1981). They often involve 
multimedia productions that children become en- 
grossed in. Promote this interest by encouraging 
children to write stories and to see themselves as 
authors. Treat them as authors. Provide uiilined pa- 
per, pencils, crayons, markers, staplers, tape, and 
backing sheets— all invitations for authors to turn 
their slories into written productions an'' perhaps 
even into bound books. Encourage the children to 
read t;eir books to the class, as well as to take them 
home to share. 

Teachers who approach stories in this manner 
soon expand storybook time to include child au- 
thored as well as aduh authored books. You soon 
see childrer; beginning to stretch their powers to in- 
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Multimedia Construction 

Set up your writing center for muUimedia construction. Put painting and writing areas 
side by side. Include p^per of many sizes and colors, lined and unJined. Make available 
lots of pencils, pens, markers, stamps, and other writing implements, along with scis- 
sors, a stapler, tape, cardboard, and gtue. Encourage children to design their own "pub- 
li'^hing*' and **exhibition" areas. Children can even bind their own books. Maybe you can 
have a camera and tape recorder handy 



vent exciting and aesthetically pleasing works. You 
also will see them expanding their understandings 
of how drr.wings \vork as illustrations, not Just as 
forms of writing. By inviting children to read their 
own stories, we are inviting them to remember 
their compositions and to treat written composi- 
tions as stable — fixed in time and space by the act 
of writing. 

As research in emergent literacy is shared, we 
find that sometimes kindergarten teachers begin to 
build misconceptions about the levels of develop- 
ment to expect in their classrooms. In particular, 
they occasionally seem to think that all the children 
should be using invented spelling; we (Sulzby, 
Bamhart, & Hteshima, in press) have found that 
this is not accurate. 

During kindergarten, the most typical forms of 
writing used in connected discourse (such as stories 
or letters) continue to be scribbling, drawing, and 
nonphonetic letter string.>, with fewer children us- 
ing phonetic (or invented) spelling, and conven- 
tional orthography (dictionary spelling). Children 
also may copy environmental print or use pseudo- 
letters (forms they make up after diey can and do 
form letters conventionally). Forms such as rebus 
(pictures that stand for words or parts of words) 
usually do not show up until children are well into 
an understanding of the phonetic principle. Finally, 
Kamberelis and Sulzby (1988) have shown that 
even when children produce readable invented 
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Spelling they do not always read conventionally 
from it at first. 

Qiildren go back and forth across the forms of 
writing, but teachers can begin to understand how 
the forms function developmentally forgiven chil- 
dren by listening while they compose and by asking 
them to read from their writing (SulzLy. Bamhart, 
& Hieshima, in press). When children write their 
own stories, they reread them in a variety of ways 
(Sulzby, 1985b; Sulzby, Bamhart, & Hieshima, in 
press). Children may simply label items in their 
writing, engage the adult in dialogue, recite an oral 
type story, or a story that sounds like a written 
monologue. (A written monologue sounds if the 
child were reading independently from conven- 
tional writing.) Children may follow along with the 
print, accurately or inaccurately^ whether the print 
can be read frotn conventionally. Finally, they may 
begin to lead conventionally from their readable 
stories. 

Name Writing 

The previous discussion has been about story 
writing. We know, however, that children often use 
different writing forms for different tasks. If you 
ask children to write isolated words or Hsts^ they 
tend to use (or ask for) conventional spelling or in- 
vented spelling. If you observe how they under- 
stand these forms, you may discover that they do 
not understand them from an adult standpoint. 

Stihh\\ Hale, and Kamhcrciis 
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Invitation to Stor>^ Writing 

Invite your preschoolers and kindcrgartncrs to write a story about Konicthing cxciiing that 
happened lo them. Let them talk about their ideas while silting in acirde> then send them 
to their seats to write. Let them work for a while, even if Some jusi sit and think. Be 
encouraging and tell them, ""It doesnt have to be like grown up writing. Just write your 
own way" 

Then> have children read their stories lo a buddy and invite a few lo read lo ihe 
whole group. Set aside a time later in the week for more buddy and group sharing so that 
children get lots of chances to "read their own way" from their stories. 



Conventional orthography is particularly mislead- 
ing. Ferreiro (Ferreiro, 1986; Ferreiro & Te- 
berosky, 1982; see ako Barnhart, 1986) has 
demonstrated that children may produce correct 
spellings or stable strings of letters while holding 
quite imniature concepts about written language. 
When agreed lo write stories or other forms of con- 
nected discourse, children tend to use the forms 
they have been using most commonly in their 
homes. 

In traditional kindergartens, teachers often 
write children's names on their papers and provide 
models of their names on three lined strips on their 
desks, on cubbies, on cards, or on the blackboard. 
They often provide children with practice in name 
writing using fading techniques (often on dittoes), 
such as first writing the name in dark ink, next 
writing it with faint greyish ink, then with dots for 
the letters, and finally allowing children to write 
without aid. Such a practice assumes that children 
know nothing or that what ih^ know is erroneous 
and that an adult model is accurate, can be learned 
directly, and is worth practicing. 

In emergent literacy classrooms, teachers ex- 
pect the children to write their own names on their 
belongings and, especially, on their writings and 
artwork. In preschools, this often means accepting 
scribble signatures from youngsters. One preschool 



teacher in Illinois proudly showed her ability to 
read all but two of her four year olds' scribbles. By 
the following week, she had learned those two as 
well. By yearns end, all of the children were produc- 
ing conventional looking signatures. In kindergar- 
ten, most children will be able to produce all or 
part of their first name in conventional orthogra- 
phy, but usually will not hold conventional under- 
standings of writing. 

Witing your own name is an important way of 
showing ownership of things; learning to write your 
name emergently seems to be an important u'ay of 
being empowered in the literacy process. Ferreiro 
(1986) has illustrated that children negotiate with 
adults about what information th^ take in and what 
they reject about this seemingly simple act of learn* 
ing to write one's name. In addition, she has dis- 
cussed more broadly the critical importance of the 
concept of "name'* in literacy development. 

Teachers will notice that soon children not 
only write their own names, they also read and 
write the names of other children. In many curricu- 
lum materials for young children, complex words 
are omitted and replaced with one or two syllable, 
phonetically regular words. This model is mislead- 
ing with respea to English orthography. It may be 
that having children involved in the production of 
the more complex patterns that appear in such 
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names as Lukeisha, Tiffany. George. Ulana. Ian. 
Elizabeth, Nathaniel, Christien, or Jorge provides 
them with important information in a highly signify 
icant and memorable context — such as addressing 
Valentine's Day cards or letters to pen pals or pass- 
ing out artwork to take home. 

Classroom and School Libraries 

Teachers in emergent literacy classrooms en- 
gage children in activities involving both reading 
and writing. In writing tasks, children are always 
reading* Reading can be done without writing, but 
in most reading activities children are expected to 
do at least some writing. The library is an impor- 
tant setting in which we find name writing used in a 
key functional way — to identify who checked out 
and is responsible for a book. In some traditional 
scliools, children are not allowed to check out 
books until they can write their names convention- 
ally on the card. In others, teachers or library help- 
ers "help" children by writing their names for them. 
In emergent literacy classrooms, children write 
their own names, in their own way, on the books^ 

In many emergent literacy classrooms, chil- 
dren not only go to the library for books but also 
have classroom libraries for easy and ongoing ac- 
cess to books (Morrow, 1982). In such classroom 
libraries^ the children write their own names. How- 
ever, library activities are extended into broad rang- 
ing ways of sharing books that usually involve 
writing as well as other media. Children may re- 
spond to books they have read by writing and illus- 
trating a pester, by building a shoebox mural, or by 
creating a dramatic re-creation of the book* 

In one classroom where a teacher was hesi- 
tantly trying out emergent literacy ideas, she had 
been sending home nightly children's books from 
the classroom library but she wanted a record of all 
the books children were reading. The teacher and 
her aide were falling behind in wriung the book 
names on the large manila envelopes children used 
to carry the books home when it suddenly dawned 
on them that children who could write stories could 
surely copy their own book titles. Soon they found 
the children reading these inventories of all Ihe 
books they had read during the year They were 
amazed to see that the same kinds of emergent 
reading behaviors the !:ad seen with storybooks 



and storywriting were used by the children in re- 
sponding to complex titles such as Marvin K. 
Moomy Will Yoi4 Please Go No\\% Tliere's a Night- 
mare in My Closet, or Harry and the Terrible 
Wlwizir 

In addition to reading widely from the books of 
many authors or rereading specific books, some 
teachers have explored with their children the 
works of specific authors and illustrators. Then, \p 
their writing, children often reflect their love for 
these authors' styles by imitating them* Having a 
classroom library and school library with ready ac- 
cess for children to read and reread books many 
times is essential in creating this kind of literary ef- 
fect upon literacy development. 

Letter Writing and Pen Pals 

Almost all kindergarten teachers organize a 
field trip to the post office, create a mock post of- 
fice in the classroom, or have some other event re- 
lating to correspondence just before Valentine's 
Day* lu traditional classrooms, teachers often place 
model texts for students to copy. As teachers be- 
come more venturesome 'xnd child centered, they 
may ask the children to dictate individual messages 
and then to decorate them. 

In emergent literacy classrooms, the children 
are the ones who w ite— their own way. Since let- 
ters and cards are connected discourse, some of the 
children may use scribble, drawing, or letter 
strings. Many children, however, have developed a 
set of stock phrases in conventional orthography 
that they use in valentines and letters. "Dear Mary" 
and, especially, "I love you" are important formula 
lite phrases children use, sometimes with the rest 
of the letter being scribble or drawing. 

One kindergarten teacher in Illinois always be- 
gan her V^ilentines Day celebration at the end of a 
social studies unit on community helpers* She took 
the children to a real post office just as the children 
became aware that Valentine's Day was approach- 
ing and led them into the idea of having a class- 
room post office. Even though she had begun using 
emergent writing sessions, when she began post of- 
fice, she set i*p sentence models for the children to 
copy. Soon, hov^'ever, she and the children aban- 
doned the modelsond began writing their own way. 

Classroom posi offices can exist throughout a 
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school year and keep children s attention. Teale and 
his colleagues (Martinez & Teale, 1987; Teale & 
Martinez, in press) found that kindergarten chil- 
dren used a classroom post office as effectively as 
older students. Letter writing is one of the oldesl 
functions of literacy worldwide, and it still works to 
tie families and friends together No wonder young- 
sters are so drawn to it. Note and greeting card 
writing serve similar social functions. Take a count 
sometime of how many such missives are sent in 
your classroom in a year even if you do not set up a 
post office. 

For example, in several kindergarten class- 
rooms in the San Antonio area, teachers have chil- 
dren write their own invitations for special events. 
A Thanksgiving feast, a day for honoring guest 
storytellers and storybook readers, a Mother's Day 
tea— for all of these occasions and more, children 
have composed invitations and sent them to par- 
ents, school personnel, and even adults outside the 
school who have been involved in the classroom 
(students and faculty from the university and com- 
munity helpers who have visited the class to share 
information). 

In such settings, teachers introduce the task 
with discussions and demonstrations that focus on 
the purpose and format of an invitation. They also 
may give each child a copy of the name of the per- 
son to whom the child is writing. Then the children 
write their invitations using the systems we have 
discussed— some draw, some scribble, some use in- 
vented spellings, and some use a combination of 
strategies. The children reread their invitations to 
an adult and, if necessary, the adult produces a con- 
ventional representation of the childs rereading. 
Then the invitation is sent to the individual. In this 
manner, the children have been actively engaged in 
the whole writing process, and not merely practic- 
ing handwriting by copyi:}g someone else's mes- 
sage. 

Dictation and Language Experience Techniques 

Teachers who are implementing emergent lit- 
eracy techniques vary in how they use traditional 
language experience techniques such as dictation. 
Sometimes dictation is an unintentional outgrowth 
of emergent writing. Some teachers are comfort- 
able in accepting children's rereading only if the 

Enicrftcnt Wrilin^i in the Cln>oir<>oiii 

ERLC 



children are using invented spelling. When children 
use scribble, drawing, or letter strings, these teach- 
ers will write down what the children say when 
they read their pieces. This isn't intentional dicta- 
tion, but it operates as dictation. 

One teacher wrestled with the inconsistency 
she felt as a result of both honoring the ciiilds writ- 
ing and writing down the children's rereading. At 
first, she wrote the dictation on the front of the 
child's paper. She did this because she felt she 
needed a record of how the child reread, but then 
decided she was giving a mixed message to the 
child. Then, she decided to write what the child 
said in rereading on the back of the child's paper, 
but she was twisting the writing out of the childs 
view. Later, she decided to write on post-it notes in 
her hand and surreptitiously stick them on the back 
of the child's writing as she collected it. Finally, she 
decided she did not need that record in most cases. 
Still other teachers have used a checklist they de- 
vised or borrowed from researchers. 

In the events described, note that the children 
w?re not invited to dictate, but the teachers never- 
theless were taking dictation. Most traditional dic- 
tation activities are designed for the teacher to take 
dictation instead of asking children to write. Since 
we now know that children can write themselves, 
some teachers have concluded that there is no 
longer any need for dictation. 

We find that the use of dictation is decreasing 
in many emergent literacy classrooms but that it is 
still a vigorous part of instruction in others. How- 
ever, its purpose has usually shifted in these class- 
rooms. The teachers try to make it clear to students 
that they are not using dictation because children 
cannot write; they are using dictation as another 
form of writing. Often it is used as the record of a 
group activity, particularly at the end of a scler(Ce 
or social studies experience — very much in khe 
spirit of traditional language experience but di- 
\X)rced from the negative assumptions abou" cHl- 
drens reading and writing abilities. Some teachers 
use it as a response to literacy activity. The practice 
of asking children to draw a picture and having the 
teacher circulate it and write a sentence beneath it 
has disappeared almost entirely. 

Somj teachers still, treat dictation as a reading 
experience but not a writing experience. They use 
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dictation as a way to get children "reading their own 
words/* These teachers are beginning to apply 
understandings of emergent storybook reading 
(Sulzby^ 19S5a)to children's dictation reading, not- 
ing whether children look at the dictation while 
readings whether their speech carries a storytelling 
or reading intonation, whether they read the story 
stably over time, and when and how they begin to 
attend to print in dictation. For these teachers^ the 
expectations for reading from dictation have broad- 
ened. In Palatine^ Illinois^ we (Sulzby, 1985b) 
worked with teachers to understand the patterns 
that can be heard in children's speech while dictat- 
ing, particularly noting when and where they pause 
during dictation and how this predias how they will 
read from dictation. 

Expository Writing 

Expository writing should not be neglected. 
We know that even very young children begin to 
write informational pieces, just as they begin to 
write narratives. Many teachers move easily from 
using language experience charts to inviting chil- 
dren to write their own informational pieces. 
Graves (1983) suggests that every child has a topic 
on which he or she is an expert— or can become an 
expert. Inviting young children to study and write 
about atopic is a powerful way of involving them in 
literacy. 

One kindergarten teacher in San Antonio did a 
two week unit on rodeos. Children uf'^d Learning 
Log5 (Teale & Sulzby, this volume), ::iid each day 
they drew a picture and wrote about what they 
learned that day. Another kindergarten teacher in 
Michigan worked with the school science teacher 
to create a bulletin board titled "Emergent Writing 
and Frogs" that displayed children's writing about a 
tadpole unit. The teachers in the school were study- 
ing children*s emergent writing while the children 
were studying the unergence of frogs from tad- 
poles. 

Artwork 

Art provides a wonderful opportunity for chil- 
dren to engage in muhimedia and aesthetically 
pleasing creations that take place over time. In 
many emergent literacy classrooms, art is creeping 
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out of the easel corner into the entire room. Crea- 
tions often involve writing as well as artwork. 
Many children create their own illustrated books as 
well as their own paintings^ drawings, or prints, 

A focus on art is important but may confuse 
children about the relationships between drawing 
and writing, Kindergartners know the difference 
between drawing and writing, but they still use 
drawing as a form of writing and speak in ambigu- 
ous ways about whether drawing can be writing 
(Sulzby, 1985c), With this in mind, when teachers 
invite children to write and the children draw in- 
stead, the teachers ask them to read and treat their 
drawing as writing until the children tell them that 
it is not. When they invite children to paint ordraw, 
they treat the child's production as art unless the 
child tells them otherwise. One experienced emer- 
gent literacy teacher in Illinois uses neutral word- 
ing; '^Jason, this is interesting. Tell me about this 
part" pointing to a section about which she is un- 
certain. 

What about the common practice of asking 
children to draw a picture and then write something 
beneath it? Emergent literacy teachers we have 
worked with are beginning to think this practice 
should be treated very carefully for two reasons. 
First, as discussed previously, it is clear that many 
children use drawing as a form of writing. Not all 
drawing is writing but some is. Implying that draw- 
ing is different from writing and then asking chil- 
dren to write may create quite a conflict for those 
who have not yet sorted out the difference between 
the two ways of symbolizing. Second, Graves and 
his colleagues (Calkins, 1983; Graves, 1983) have 
found that the relationship between illustration and 
printed text is an important aspect to attend to when 
young children write. They have found that youn- 
ger children draw and then write, whereas older 
ones write and then draw. We think this pattern is 
probably a later development to the forms we re- 
port. We believe that children need to sort out the 
drawing as writing/drawing as illustration puzzle 
through the practice of writing, rather than through 
having adults tell them 'the right way.'* Dyson 
(1988) has studied how children create '^picture 
worlds'* and "text worlds*' in the context of the 
teachers requests to children to draw a picture and 
then write, Dyson also has studied how children 
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negotiate between these worlds, both as affected by 
the teacher's predefined tasks and the childrerrs en- 
actment of the tasks. 

Handwriting and Phonics 

Handwriting, ol course, has its own develop- 
mental patterns. Counter to the expectations of 
some teache/.; and researchers, children who are 
encouraged to write emergently seem to develop 
firm strokes, to write in left to right progression 
across straight lines, and to form regular size let- 
ters. Teachers using emergent literacy techniques 
usually allow children to write on unlined paper 
and only introduce lined paper after children are 
writing in straight, regular lines. 

Another counterintuitive finding also has come 
from our studies. Traditional teachers not only give 
children lined paper, perhaps with ice cream cones 
or traffic lights to show spacing, but they also cre- 
ate dotted versions of letters for children to trace. 
(This is prevalent with the type of slanted handwrit- 
ing that has been erroneously suggested for use in 
kindergarten to get children ready for cursive writ- 
ing in third grade.) We have found that some chil- 
dren who have a great deal of trouble tracing such 
forms without frustration have nevertheless created 
their own dotted forms to trace. And they have ac- 
complished this task with ease. Some emergent lit- 
eracy teachers have dropped formal instruction in 
handwriting altogether. Others simply introduce it 
as a special unit-again after children are proficient 
in writing on their own— to help with any problems 
and to encourage elegant letter formation. 

Most emergent literacy teachers gradually 
come to depend more and more upon children's 
writing as a means of indicating what they know 
about letter-sound relationships. For some teach- 
ers, instruction in phonics seems to be very impor- 
tantt but even they are decreasing the amount of 
time they spend in such drill. In addition, teachers 
are considering phonics instruction as an organiza- 
tion of what children already know rather than as 
new instruction in what they do not know. 

Buhle (1987) reported an impressively respon- 
sive teacher who was attempting to use emergent 
literacy techniques. She began her traditional phon- 
ics lesson by eliciting words for sounds from her 
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children, planning to write the words on the board. 
When she asked for the first word, however hold- 
ing the chalk in her hand, up popped a little boy 
ready to take the chalk away from her. From that 
moment on, the children wrote the words on the 
board their own way, and the teacher began to ask 
them to read the lists. 



Conclusion 

We have des^cribed some ways teachers have 
incorporated writing into the kindergarten curricu- 
lum. Presented more abstractly, here is what we 
find these teachers doing. 

1 . They encourage writing for ownership. 

2. They encourage children to use writing in 
their play. 

3. They encourage children to use writing in 
response to literature they hear or read. 

4. They encourage children to share their 
writing and to respond to other children's 
writing. 

5. They encourage children to use writing to 
communicate with other people. 

We hav<^ been describing what teachers do and 
/loii^they do it when they invite children to read and 
write in their classrooms. But let's reconsider 
whether the classroom can provide the same kind of 
social situation as the home. Clearly, the answer is 
no. It cannot and probably should not. Much of the 
research in home literacy has described writing of 
younger children or those in the presence of older 
writers. In a classroom, children see twenty to 
thirty other children all their age, writing in the 
many forms we described. They interact socially 
with these children, including seeing, discussing, 
and listeniTig to their writing/reading attempts. 
Thus, there is m jch modeling. In emergent literacy 
classrooms^ tea'^.ncib understand and encourage the 
patterns of chi'Jren's A'riting. They also have ideas 
about how to ff.ove jhildren forward in develop- 
mentally appropriate ways. 

Also, the teacK'^r has a different role from the 
parent. Negotiations about frustrating times and 
power relationships will be different* although re- 
lated. We have observed many teachers in emer- 
gent literacy classrooms taking a very nurturing 
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role, but also nudging children ^br^vard. Children 
often accept tips and lessons from teachers in ways 
t at they resist from parents. We do not know 
enough about the roles of teachers in the social- 
emotional development of young children, but 
teachers often help children make friends, share, 
deal with anger and brag and joke appropriately. 
Similarly, they encourage children's writing and 
positive attitudes toward their own and other chil- 
dren's writing. 

We know that children write with many forms 
and continue to use Imver level forms to perform 
higher level functions. What about the child, 
though, who shows clear signs of knowing how to 
write in readable forms but still uses scribble, 
drawing, or nonphonetic letter strings? Again, we 
have found that the gentle touch is best. Some 
teachers say something like, "What a wonderful 
story! I really like that. Do you think you could 
write it so I can read it, too?" If the child balks, 
they encourage and accept the child's decision 
(nudging but not pushing): "Well, maybe next time. 
It's a great story. Would you like to put it on the 
bulletin board?** 

We have left the themes of transcience, multi- 
media constructions, and aesthetic creations for 
last. We have found that these themes depend 
greatly upon how willing the teacher is for the chil- 
dren's endeavors to control the time and space use 
in the classroom. Withb '^f two and one-half hour 
days, many kindergarten teachers feel i'^creasing 
pressure to cover content. In many emergent liter- 
acy classrooms, however, the day is structured so 
that children have the freedom to begin projects, 
leave them, and return to them later. With others, 
this is not the case. 

The transience of interest is an area that causes 
us even more concern. We spoke about the different 
social situations in the home and the school. When 
children are writing in a group situation, there is 
much positive motivation through the modeling and 
attention of othei children. Yet, sometimes this can 
create pressure for the child who currently is not 
interested in writing but would rather be building 
with the big blocks. It is important to be attuned to 
children's interests and talents and to make availa- 
ble opportunitites to accommodate them. 

Jennifer Heebink from California reports that 



encouraging the daughter of migrant farm workers 
to recite oral tales seemed to be the avenue for that 
child to become conventionally literate. As this 
teacher told of her experience, it became clear how 
she had changed her classroom and expectations to 
accommodate what this child knew and could do, 
even though it did not fit the school curriculum's 
descriptions of reading readiness. 

As teachers learn more about emergent writing 
and reading, classrooms are being filled with books 
and writing materials. In some emergent literacy 
classrooms, there seems to be a tendency to neglect 
other media and aesthetic interests. In others, we 
see teachers becoming more appreciative of chil- 
dren's composinonal abilities — as artists, musi- 
cians, dramatists, and builders, as well as writers. 

As we reflect upon the relationship between 
the home and school as places that encourage chil- 
dren's emergent writing, we realize that we still 
have much to learn — teachers, researchers, and 
children together. And yet we rapidly have come a 
long way from the day when kindergarten was a 
time and place to get children '^ready*' for reading 
and writing. 
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Is It Reasonable...? A Photo Essay 
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In this chapter we offer a look into the ehiss- 
rooms of two teaehers of young children, dc- 
scribing through the teachers' words and 
through photography the literacy learning 
that oc*curs. We present the tciichcrs' notions 
about children's literacy growth, the iiifln- 
eiiccs on their teachings and some of their in- 
structional procedures. Across two different 
instructional settings, these teachers share 
values: showing interest in children's ideas, be- 
coming learners in their own classrooms, 
sharing joy in books and readings providing 
opportunities for talk and sharing, viewing 
learning as social and active, iiiaxiniiziiig 
home and school cooperation, blurring tnidi- 
tioiial subject matter Ihics^ and making liter- 
acy a necessity 



Is it re;isonable to exF?:! that one lc:icher can 
build a language rica, print filled, garden 
growingi pet tending, book reading, message 
writin^^, child nurturing, mind expai.ding, body 
building, humanities emphasizing enviionmenl a:id 
live to tell about it? 

The Challenge: The 8oeniingly 

Impossible Demands on Tfeaohers 

of Young Children 

The professional Hieraturo r> currently abuzz 
with advice for teachers of young childreii. Teach- 
ers are being reminded and encouraged to help 
children take an active puit in their own learning 
(Teale & Sulzby, 1986); to plan more interesting, 
involving classroom experiences (Schickedanz, 
1986; Strickland, 1987); to provide ' as conipk'e 
and complex" a learning environment as pc?sibie so 
that students can engage in activities they view as 
meaningfiil (Newman, 1985); to build on children's 
understandings and efforts (Dyson 1984; Morrow, 
1988; Vygotsky, 1978); to provide for collabora- 
tive and socially constructed contexts for learning 
to read, to writei and to share (Cochian-Smiih, 
1984; Harste, Wood>vard, & Burke, 1<)84); to ac- 
tively participate wiiii children ivj coleamers (Roser 
& Martinez, 1985; Tovey & Kerber, 1986); to em- 
phasize content while not losing sight of processes 
(Altwerger, Edelsky, & Flores, 1987): and to be- 
come more observant of and reflective on children's 
behaviors (Goodman. I986>, 
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The Puzzle: How Can Teachers 
Meet These Demands? 



where do teachers find time, energy, space, 
and support to provide a neaningftil curriculum f<>r 
young children that is consistent with their own be- 
liefs? How do teachers balance their professional 
values against the TCd\ world of leamc differences; 
language differences; prescripiive materials; ad- 
ministrative, societal, and parental pressures; and 
the vicissitudes of ct^riiculum and assessment 
swings (Shulman, 1986)? There is no easy answer 
When we search for answers, too often we find 
guideUnes, position statements, implementation 
criteria, maxims, and dictates that lack adequate 
description for implementation. Our intent here is 
to provide sn.me descriptions by looking into the 
classrooms of two succesatul teachers we know* 
watching and learning, ferreting out potential appli- 
cations, pf>sitions, and procedures thai tnay inform 
others. 

Some Successes: A J.ook 

at Classrooms in \Miich Practices 

Seem to Match the Maxims 

Meet Barbara Schaefer 
f^rSan Diego^ California 

Barbara Schaeter teaches a preschool class for 
four year olds as oart of the California State De- 
partment Preschool Program. Children's eligibility 
for this program is dependent upon mi annual fam- 
ily income of less than iiO,000 and parents' agree- 
ment to participate. The twofold purpose of this 
state funded program is to provide a year's compre- 
hensive preparation for kindergarten, while closely 
involving parents in the education of their children. 

As you enter Barbara's cl:;ssroom, you notice 
print, books, art displays, color, language charts, 
clutter, centers, project areas, a hubbub of activity, 
and opportunities for exploration. You are struck 
imnieJiately Vrith the iniergererational community 
of instruction — teachers, parents, babie.s, and 
grandparents all ar there. Her classroom speaks 
her thoughts: "There are no small or insignificant 
literacy events in my children's livens. Each is mon- 
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Barbara Schaefer teaches four yeiir old*; at Valen- 
cia Park Elementary School San Hie^o, (Califor- 
nia. 

umental, no matter how brief." 

When you ask Barbara to talk about her pro- 
gram, she says she believes in traditional preschool 
program values that encourage children's social^ 
emotional, and academic growth. "But,'' she 
quickly adds, am trying to make this a special 
year in which my children will come to love books 
and have fvn with the spoken and written word. I 
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Barbnni ^ws :i Iiu;^ as slic disous^cs the menu witll Dlizfibcth, 



want my children to feel successful, to know that 
th^ are free to try" 

When she is pressed to be specific about her 
program, she tells you about her daily schedule. As 
she speaks, you find your attention drifting to the 
inviting library, the writing corner, the records, the 
posters, the children's art work, the science projea 
area-to paints, to pets, to plants, to children and 
parents everywhere. You pull back, attending fully 
again because you hear her say, "I have so little 
time with the children I like to make every minute 
count. For example, I find lunchtime to be the very 
best time of the day to talk informally with my 
kids, to get to know them well, I enjoy them— their 
ideas, their perspectives, and their humor. Some- 
times I think I teach them better because I know 
them better,** 



She explains that 'he typical day in her room 
follows a routine similar to that of most preschool 
programs, **! think routines are very important for 
children, Th^ need to understand expectations as 
well as limits, but my real thrust is expectations, I 
want them to know I expect them to love books, to 
learn many things, and to have fun. As time goes 
on, I also expect them to assume responsibil/ty for 
the routines, I tell them that a book a day is as im- 
portant to them as water, food, and sleep, I read to 
them ^^ry day," 

As we talked more, it became apparent that 
Barbara has certain tenets about young children's 
literacy development: "My program is based on a 
set of simple beliefs— things I learned in school, 
things I heard from speakers at conferences, things 
Tve read about, and things I believe children can 
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and should do. Tve been influenced greatly by Syl- 
via Asht on- Warner, Donald Graves, Montessori, 
and John Dewey" Her four tenets can be framed as 
action oriented statements that serve as the founda- 
tion of her program: (I) Give children ample op- 
portunities to engage in and practice all of the 
language arts (with direct or indirect aduh involve- 
ment), (2) surround children with literature, (3) 
make literacy a family affair, and (4) integrate and 
unify a meaning filled curriculum for the children. 

Give the Children Ample Opportunities 
to Engage in All of the Language Arts 

"I think it's important for children to have time 
and motivation to speak, listen, read, and write. 
Not all of my children need the same kind of atten- 
tion. Some are very shy and need special encour- 
agement to share their ideas and opinions. I try to 
set up situations in which talking and listening will 
be as natural as possible. Sometimes I find it works 
if adults are only indirectly involved. For example, 
when we set up the tables with open ended projects, 
we find the children are eager to talk with and listen 
to one another. I want to provide situations that 'nat- 
urally' engage children's attention with compelling, 
purposeful things to listen to— things tfiey need to 
hear in order to accomplish their objectives. 

^'I try to make reading a natural and frequent 
pan of every activity, too. I label everything in the 
classroom so that children will learn that words can 
be written and read. Not every child wants to read 
the labels, but I have all of the labels ready for them 
just in case. Some children love to *read* books, and 
I encourage them to sit quietly with the book of 
their choice. Usually before I walk away, they are 
happily involved with the book. It seems especially 
easy for them to get involved with books that I have 
read aloud to them. Some of my children enjoy 
reading and writing their own names and the names 
of other children in the class. Some just enjoy play- 
ing with— or should I say 'exploring'— the letters of 
the alphabet." 

Barbaras class yes a lot of writing and draw- 
ing because she agrees with people like Don 
Graves who have said that children "love to make 
their mark, declaring to the world, *I am.' " Barbara 
says, *'We use slates* magnetic letters, paper, pen- 
cils, and every type of drawing instrument^ 
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l^vtd explores the n^ime card board. 




Ms. Bamcs and Jashtia **paint** as Arlcnc wiitchcs and listens. 
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"Sometimes my aide and I (or any adult who 
happens to be present at the time) dinecMy involve 
ourselves with the children asi they write. For ex- 
ample, wc find that the children like ii when we dis- 
cuss their 'compositions* with them. Sometimes we 
suggest a plan. Sometimes we transcribe their 
thoughts to add words to their pictures. Sometimes 
we hold the paper still* and someHmes we just li.s- 
tenr 

Surround the Children with Literature 

'^l like to have a lot of books around me. My 
bedroom could qualify for a small business loan to 
Ktart operating as an eccentric, eclectic* very used 
bookstore. Now Tm reading KozoK 1 decided my 
children should also know the joys of many types of 
books* so I bring in children's books of sizes, 
colors, shapes, and subjects. 

**Because so many of my kids were fascinated 
with the pandas from China at the San Diego Zoo, 
we decided in Circle Time to learn about bears. 1 
don't know yet how this will work* but Tm mixing 
fact and fantasy books-all the way from my favor- 
ite version of The Three Bears'" to the National Ge- 
ographic edition* Baby Bears. Tm hoping to help 
them learn about bears and laugh about bears all in 
the same unit of study. Do you think that will con- 
fuse them? 

'^l agree with everyone who has said that chil- 
dren learn from retellings. And my kids are such 
hams; th^ love a chance to tell part of the story. We 
start slowly with them-mi^morable phrases, build- 
ing to details, and then major events. They love it." 

Make Literacy a Family Affair 

^'One big reason 1 took this position was be- 
cause of the links it mandated among the adults in 
the children's lives. To have a program like this, the 
state must want it, the district must aggressively 
support it, and the school must initiate it. We have 
to guarantee to support the program with financiah 
human, and physical resources. Besides that, our 
parents must participate fully in the classroom and/ 
or at home and attend monthly meetings— and the 
children and teachers love every minute of it. 

""The parents are the cornerstone of this pro- 
gram; they know what the curriculum is about, and 




A eomucopui of bear books— Uarbam !;harcf; 
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Pssreitts and hsihy sister listen attcnth'cly to :i 
retelling of "The Tlircc Bearsr 



n;u id retells "The Three Bcnrsr 



they encourage literacy at home. I work with them 
as partners in their child's literacy development, h's 
not rare when the whole family comes to school. In 
fact* younger brothers and sisters are here every 
day. 

'^Every day, resource teachers (speech teach- 
ers^ helping teachers^ counselors) freely flow in 
and out of here. Children come to expect that ev- 
eryone is here to help them. My school principal^ 
Carolyn Dubuque, visits often. She says* 1 want 
the children to view literacy and books as a vital 
part of everyone's life. I *-vant them to know that ev- 
eryone should lake time for a good book.' 

'^Our late afternoon monthly parent meetings 
are among my favorite parts of this program. I try 
hard to make the parents comfortable and to draw 



them out. I offer suggestions, but more often I lis- 
ten and plan with the parents. I need their counsel.'' 

Integrate and Unify the Curriculum 

think I came to an integrated view of curric- 
ulum through the backdoor. Before I ever had lofty 
thoughts about how integrated teaching helps chil- 
dren focus and make connections, I was in the posi- 
tion of struggling for enough ^minutes' to cover the 
state mandated curriculum. It was by clumsy lump- 
ing' that I first came to a view of integration, and 
now I couldnt teach any other way. For example, 
remember the panda bear study? We have a panda 
comer over there with books about pandas, books 
about China, bamboo shoots, photographs, and a 
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globe. We planned a list of questions we'd ask a 
zookeeper at the San Diego Zoo. One question re- 
ally sparked a lively discussion. Dominic asked 
about the size of panda bears when they are new- 
bom. We scrambled through those books for an- 
swers. When we found out< I rolled a brown sock 
up in a ball to show the size of a newborn panda 
cub, and they couldn't believe it. 

"Then Christine wanted to know how much the 
baby uould weigh. Back to the books! We weighed 




liarbani and the children do their ^rmvl and stretch 
d;iiiee. 



the sock and compared the weight with what our 
books said a cub weighed at birth. The next task 
WHS fmding enough light items in the classroom to 
add to a postage scale until we could measure four 
or five ounccs-the weight of a panda bear cub. We 
listed all the things we weighed on a chart. Many 
children asked at home what they weighed at birth, 
so we made still another chart. 

"Wfe've read Brown Bear, Brown Bear, we've 
painted bear tracks, we've been on a bear hunt, and 
we're planning a Corduroy bear day. I must confess 
Tve learned myself. Did you know, for example, 
that mother pandas weigh 800 times the weight of 
their babies? If you ever need a good information 
book, I recommend Project Panda Watch by 
Miriam Schlein. 

''After rest time one day^ I noticed Jessica 
stretching, so that's why we created this growl and 
stretch dance, as though we were bears waking up 
from our naps. 

To make a bear study a special celebration, 
we made bear cookies. I planned so that recipe 
reading, mixing, stirring, rolling, and cutting out 
dough would be structured enough to involve ev- 
eryone in some way- These are the days I'm espe- 
cially grateful for the extra hands that parents 
provide!" 

In Retrospect 

Barbaras classroom builds on a community of 
teachers, parents, aides, and school resource per- 
sonnel working together to ensure that children 
learn. She believes that learning is a social process 
and that talk is central- Barbara is a reader, and she 
communicates the fact that books are important for 
pleasure and for getting answers to real questions. 
Her classroom fosters questioning, exploration, 
and **being free to try-" She finus that children are 
good at informing her of their interests and their 
needs, so she listens careftilly. She believes in re- 
sponsive teaching and in students' inquiry* She acts 
on children's curiosity and fosters further thinking. 
She delights in the written word and wants to share 
literacy. Barbara is reflective, experimentaK and 
herself a learner. 



Meet Robin Mueller of Georgetown , Texas 

Robin Mueller's classroom for four year olds is 
tn the Learning Tree School in Georgetown* a com- 
munity thirty miles north of Austin, Texas, The 
school is housed in a church, but operated by an 
independent board of directors, Robin s classroom 
is also a Sunday School room, so wall space* dis- 
plays, and work areas are disassembled Jnd reas- 
sembled before and after the weekend - Sheexpiain;; 
that we have come on a typical day, so before the 
children arrive she still has much to do. Today is 
''soup making"* day, a special part of a healthy foodi; 
study, 

Robin and her coteacher, Charlotte Rosen- 
baum, move about readying the classroom. They 
cut fresh vegetables to make vegetable prints in 
math time. They set the big book (Maurice Sen- 
dak*s Chicken Soup with Rice) onto the easel, and 




Robin Mueller tenches four year olds at the 
Learning* Tree School in (jeor^^etown, Texas. 



rearrange the related picture books in the library 
area, among them Stone Soup, Cloudy with a 
Chance of Meatballs, Growing Vegetable Soup, 
Hiitvh Out for Chicken Feet in Your Soup* Strega 
Nona, and of course, Chicken Soup with Rive. 
They open another big book, Aikendrum, which 
was read last week and only partially illustrated^ 
placing it on a table top ready for other illustrators. 

A cardboard box of commeal, as well as pens, 
pencils, and papers are arranged in a writing area. 
Paint is given a last minute stir, Robin counts to be 
certain that enough butcher paper soup bowls are 
ready for painted ingredients. She unloads a crock 
pot, a selection of fresh and canned vegetables, 
rice, knives^ cutting boards, pepper, spoons, and 
disposable bowls from a grocery bag. The kinder- 
garten children are making Stone Soup today, 
Robin explains, but the four year olds are sticking 
with vegetable rice. Mental lists are being ticked 
off. Just in time. The children arrive. 

After greeting the children, saying good-bye to 
parents, and listening intently to many wide eyed 
catch up stories, Robin invites the children into a 
circle. Let's sing our ice cream song," she says. The 
children sing with gusto^ while Robin points to the 
wwds: 

I Want a Bowl of Ice Cream * 

I want a bowl of icecream. 
I want a bowl wrih strawberries on it. 
I want a bowl of ice cream. 
Mmmms and a little bit more. 
Mmmm. and a little bit. 
Mmmms and a little bit, 
Mmmm, and a little bit more. 

- Raffi 

*Frx>m Sin^ithk" SoFti^h^tk. O^pyriyhl ^ [980 by H<iniclar»d Pub- 
lisbjny. y Divi,sj(m ( TniuMdour Records. Ltd. Reprinted by pomiis- 
sion ofCrown Publishers* a Division ()f Random House. Inc. 

After singing about bowls of ice cream, the 
children suggest variations and sing about other 
things th^ would like a bow! of. Then, they arc led 
to notice and talk about the print, 

"There's a lot of Is in that song,*" 

"There^s a lot of mmm s, too.*" 

"How many?" "Show us," and "What else?" 
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The childrca list many thht^ they eat frtun bowls. 



says Robin, to keep children's comments coming. 
Children come to the chart to point out, frame, and 
question, 

"Remember when you told rne all the things we 
eat from bowls?"" asks Robin, She holds up a huge 
paper bowl, labefed with the children's ideas. They 
respond immediately, 

Theerios!'' 

"Applesauce!" 

"'Popcorn!'' 

''Ice cream I*" 

"Gumbo!'' 

"Pasghctti!" 

"Yes, and we eat soup in bowlsi too." Robin 
reads the soup words from the bowK "You said veg* 



etable soup, tomato soup, and chicken noodle 
soup,"" 

Tve brought a book to read to you about a spe- 
cial kind of soup," Robin turns to the homemade big 
book. Chicken Soup with Rice, by Maurice Sen- 
dak, "You can help me read this book" she tells 
them, and children edge closer, ready to join in, 
Robin announces, the title and author, then reads the 
book to the children, taking her time, but preserv- 
ing the rhythm of Sendak's lines. The book de- 
scribes how nice it is to sip hot chicken soup with 
rice in January, 

"You guys sure do know the months well!" 
Robin compliments the children after the second 
time through, 

"I know what the words says,'' announces 
Grace. 



liiK^eK flooii am! Lapp 



"I don't think that s tnic^ says Ben. 

Robin asks, "What things go into soup?" 
"^What ingredients?'' As children naake suggestions, 
Robin writes their ideas on a four foot high soup 
can cut frona brown butcher paper: **rice, naeat, car- 
rots, potatoes, canf Robin writes quickly, then re- 
reads the children's suggestions to thena. 

"In work tinae today, some of you tnay help to 
make soup. Here's a book with a recipe we can 



use.'' Robin showed Gnnvin^ Vef^efohle Soup by 
Lois Ehlert. 

Later, in Center Time, children who gathered 
for soup making had many respoasibilities* and the 
talk was task oriented: 

"^ho will wash a carrot for us?'' 
"This is an old-fashioned can opener" 
"Matthew Hansen is cutting mushroimsr 
Tan I stir it?" 
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Books Good Enough to Eat 

Robin used Chicken Soup u'iih Rice by Maurice Sendak and Crowini^ Vegetable Soup by 
Lois Ehlen in her classroom for good cooking, 

Other good books for classroom cooking or munching arc these faxoritcs. 

Strega Nona (Tomie dePaola) 

dam Jam Sandwich (John Vbmon Lord) 

Cloudy wiih a Chance ofMeaibaUs (Ron and Judi Barrett) 

Vie Gingerbread Boy (E^ul Galdone) 

Vie Popcorn Book (Tomie dePaola) 

Sione Soup (Marcia Brown) 

Pancakes for Breakfast (Tomie dePaola) 

Max's Breakfasi (Elosemary Wfells) 

Vie Great Big Enon?iaus Turnip (A. Toistoy) 

Vie Wry Hungry Caterpillar (Eric Carle) 

Benny Bakes a Cake (Eve Rice) 

Bread and Jam for Frances (L. Hoban) 



Cookbooks for Kids 

Vie Uule House Cookbook (Barbara Walker) 
Vie Pooh Cook Book (J. Ellison) 

L^njiu^t^c Literacy Pnijcct 
Brnvinwillc [ndijpCTidcnt Scbuol District 
Brtnvn^villc. Tcna-S 
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Robin and the children make soup- 



A moment for my own reading. 




An artist's eve; Painting the in/Jredieiits of the soup* 
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Jason and Robin read his storj^ together 



Jason used book language: Here goes onc> 
here goes t\vo> here goes ehicken soup with mush- 
rooms" 

When ail the ingredients were in. Robin asked. 
"What does the book say we do now?" 
"Cook it!'' 

While the soup cooked, there were vegetable 
prints to make, celery soaking up red dye to inspect 
with a hand lens, "recipe books'" made of bound- 
together paper to write in. books for reading in the 
library corner and a restaurant in which to cook 
pretend "hamburger soup" There was a stack of 
bowl shaped paper near the easel for painting the 
ingredients of the real soup, now beginning to sim- 
mer in the crock pDt, Children were deliberate in 
their choices^ but both teachers (Robin and Char- 
lotte) monitored movement among the work areas. 
Laten on the school playground. Grace and Carl 
dug a hole in the sand, "Now;* directed Grace, 
"what ingredients will you put in?"* 

After rest time^ children who had written 
about soup or who had vegetable prints to share 
signed up for a sharing time, Robin was especially 
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excited about Jasons work. On this January day. 
Jason had written his first conventional letter 
forms. "Do you want to read il while J hold it?" 
asked Robin. 

^You can read Jason answered shyly. 

"I wilir said Robin. "What shall I say?" 

"We made soup. We dumped inT 

When it was Nick's turn, he said: ^'This is my 
snow monster I made it at Writing Time. 1 wrote, 
'snow monster.* " 

All that was left to do was serve and eat the 
soup and compliment the chefs. 

In Retrospect 

Robin*s classroom nourishes i^hildrens lan- 
guage and literacy growfh. Thinking, expression, 
time, and creations are valued Asa result, the chil- 
dren read, write, and respond in authentic situa- 



tions. "1 hope you like what you Ve seenT Robin 
said, ^'Did it seem chaotic?" Quite the contrary. In 
ihis classroom* children read what ttiey sang, drew 
what they read, wrote what they talked about, and 
shared what they wrote-marking a clear trail to- 
ward conventional literacy in its most meaningful 
sense. 

We saw children interested in reading and writ- 
ing their Own ideas en route to becoming excellent 
readers and writers who see purpose and utility in 
what they do. We heard children use the language 
of books and of the teacher We saw them involved 
in their learning, Robin says her professional 
growth is stimulated by the work of Donald Holda- 
way, by exchanging ideas and materials with other 
teachers sucli as Dotty Hooker, who shares her 
view of young children^ and by Sharon Johnson, a 
professor at Southwestern University, whose stu- 
dents visit Robins class. 
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Storing the Stories 

When classroom chan stories accumulate, it becomes difficult to turn the pages jnd keep 
the chan story open to the seleciec! page. Here are some tips. 

K Try removing (he stories from the chan pad. Run them through the rolling liminafor. 

2. Hang the storics/rhymes/songs with rings onto plastic hangers. 

3. Use a coat rack to collect the stories and retrieve them easily. 

4. Let children '^shop'' for their favorites. 




CM:\n stories hnnuoii the co:it nick for 
eiisy ficeess. 



Kjthr> n Oito 
Lc:inung Troc Schtw^l 
GL*oriioin\\ n . Tcx;k 
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The Question iVgain 

Yes, it is reasonable to expect that teachers am 
build a language rieh, print ftlled, garden growing, 
pet tending, book reading, message writing, child 
nurturing, mind expanding, body building, human* 
ities emphasizing environment and live to tell about 
it. Barbara and Robin are examples of preschool 
teachers who maximize the physical space in the 
classroom, show interest in children's ideas, be- 
come learners in their own classrooms, share joy in 
books and reading, provide opportunity for talk and 
sharing, view learning as social and active, maxi- 
mize home/school cooperation, blur the traditional 
subject matter lines, and make literacy a necessity. 
Both teachers offer lively and engaging instruction 
that evokes joyous response to language learning. 
In addition, they offer valid constructs for the prac- 
tices of teachers across the grades. 
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dlAPTKk KHllIT 



The Place of Specific SkiUs 
in Preschool and Kindergarten 

Jiiditit A. Seliiclvcdunz 



Moiit eJitentors like tlie iJen of pro\idiii^ 
>'oiiiiji eliilJreii with eoiierete experiences, 
Tlic}' luiow tlint tliis ituilves le^trnin^ mejiiiii^- 
fiil and lielpsehildrCn de\x>lop n limad c^oneep- 
tiKil b;ise. Hnt in;niy ediieiitors worn- ;ibont 
this kind of edneation, wliieli prwides little, if 
any. dircH^t training* in skills- My purpose in 
tliis eliapter is to illustrate liow' skills ean Ix' 
tan^lit £is eliilJren ;nid teaeliers inteniet with 
materials and experienecs. Tlieehapter makes 
evplieit some iniportant categories of literacy' 
skills that ehildren ean begin to master during 
the emergent literacy stage and explains how 
specific elassrot)in incidents pr*)\idc ft)r their 
acqnisition. 



Another Day licgiiis 

Kathenne and Eitse enter their preschool classroom 
one morning, laughing and talking. bet Tm a 
snack helper today,*' Katherine boasts to Elise, 

''Bet I am. too,*' Elise boasts back. 

Once inside the classroom, both girls check 
the Snack Helpers* chart, hanging on the wall just 
inside the door ""I am! I am!"" yells Elise with de- 
light, 

"I'm not*"" says a disappointed Katherine, who 
continues to iiurvey the chart, as if hoping against 
hope that she will find her name. Then her eyes 
light up as she yells, ''And youVe not either! It's 
Eilcn-E-L"L-E-N, notyou."" 

Elise moves in close to check to see if the news 
she has heard is true. She watches Katherine *s fin- 
ger trace the name from left to right and point out 
the evidence. ^"1 didnt look far enough,"" she said, 
"And I thought -I thought — I was one. But Tm 
nor,^ The teacher joins the conversation, ""I think 
Katherine is right, 1 don't see any letters in that 
name that could say ssssss. It can't be yours, can 
it?" 

Across the room at a small table, Andrew has 
been sorting through index cards from the book 
checkout box. 

At the top of each card is a book title, written 
in bold, red marker. Underneath are the names of 
borrowers- Andrew is checking in two books, "M, 
M, M. he says to himself, as he looks for the 
card for Mother, Mother, I Hijfjt Another He in- 
iipects the first letter of the first word written at the 



Figure I 
Book Checkout Card 
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lop left of each card he goes through iheni. one 
by one. Most are put down after a quick glance, as 
Andrew notices that the titles do not start with the 
letter A/. Then his glance lingers on one, before it, 
too, is rejected. It belongs to the book Madeline. 
Apparently, the M caught Andrews attention. But 
he looked "farenough^as Elise would have said, to 
know that this M did not belong to the word he 
needed. 

Behind Andrew, over at the fish tank, Alexis 
sprinkles some flakes of fish foo<i onto the water 
Alexis knew that it was her job to feed the fish to- 
day because she found a small lag attached to her 
pocket on the attendance chart. When finished 
sprinkling, Alexis returns the fish food to the shelf 
and dashes off toward the puzzle table. An alert 
teacher calls to her, "Alexis. Did you turn the sign 
over so everyone will know that you have fed the 
fish?" 

"Oh. I forgot" Alexis calls back, as she dashes 
back to finish up. ^'Fish Have Been Fed," she says 
slowly to herself, as she checks each word on one 
side of the sign, to make sure it is not the side that 
says "Fish Have Not Been Fed." 

Children and parents continue to enter during 
this fifteen minute Arrival Time. One parent hands 
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a note to a teacher. Andrew's father jol.s a message 
on the clipboard hanging on the wall by the door. 
Michael tells the teacher he s going to Sean's house 
to play. 

"Is that what your note says?" the teacher a.sks. 
She inspects it and begins to read it aloud. She 
poinLs to the first word and pauses, as she glances 
at Michael with an expre.ssion that says ''You start." 
Michael leads "Michael," but then stops and looks 
up at the teacher. Instead of beginning at the begin- 
ning, the teacher starts where Michael ha.s left off, 
and even catches the intonation that would have 
been his had he eontinued to read the note. This is 
the teacher's elue that Michael is to continae to read 
with her, thai she's not simply going to read the 
noi^ tc him. She stretches the words out, saying 
then: slowly, and emphasizing the first sound or 
two< as she gives Michael time to read each .vord. 
When he doesn't figure out a wo<U by the time :he 
has sounded the last letter, she begins again oc 
hangs onto the last sound long enough to give Mi- 
chael time to piece together the information. It is 
Michael who ends up saying ..le word quickly, 
transforming the sounds heard into meaningful 
words. The note says "Michael will be going home 
with Sean today" 

When everyone has arrived, the teacher walks 
through the room to tell clusters of children who 
are working puzzles, rereading the big print book.s 
available on a stands in.^pecting and manipulating 
the objects included in the display on "Suction." lis- 
tening to a story at the listening post, playing a 
game of Xhutes and Ladders*" or alphabet bingo, 
or making designs with parquetry blocks; that th^ 
must finish up now and gather in the group area for 
meeting time. A few parents who have lingered 
help the children put materials a\vay. Parents, al- 
ways welcome in this classroom, have visited so 
frequently that they know the routines and expecta- 
tions: "Where do the blocks go?" one parent asks 
the child who has loaded them into their storage 
basket. 

"Herer the child says, placing the basket on 
the .shelf. 

''Oh. of course,'^ says the parent. ^"1 see the sign 
right here. Terrific. Now. you arc ready to go to 
Meeting." 
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The teacher joins the children who have gath- 
ered. **Lel's say the poem wc learned yesterday, 
while we wait for the others to join usf She turns to 
look at a chart, on which the poem has been writ- 
ten. Then she begins: 

Fd Like to Be a Lighthouse * 

Td like to be a lighthouse 
All scnibbed and painted white. 
Pd like to be a lighthouse 
And stay awake all night. 
To keep my eye on everything 
That sails my patch of sea; 
Td [ike to be a lighthouse 
With the shipK all watching me. 

Rachel Field 

*From Taxis and TiMUktooh by Rachel FicM. Copyright 1926 by Diiu* 
bicday and Company. Rcprimcd by permission of DogWcday. a Divi. 
,sif>n of Bantam. [3oublcdayH DcN Publishing Croup, i^c^ 

The Tfeacher Keeps a List 

The children sit facing the teacher for Meeting 
Ti*ne. She sits in front of a wall where the attend- 
ance chart hangs in fltll view. The teacher refers to 
the chart and says. Someone is sick. Who isn*t 
here?** One name lag remains on the floor in front 
of the chart; one pocket on the chart is empty. Some 
children look at the name tag, Others scan the 
group of children. Still others do both, apparently 
trying to piece together ihc graphic and the contex- 
tual information. Then someone says, "Sarah!" 

The teacher picks up the name lag and holds it 
for everyone to see. 'That's right. S — ar-uh 
(teacher runs her finger under the name and says it 
slowly) is not here. Her mother called to say that 
she has an ear infection. We'll put Sarah*s name tag 
in her pocket* turned over like this, to tel) us that 
she's not coming." 

Then the teacher reaches for her red tub and 
her list of activities. Tbday," she begins, **we have 
many things to do. At the water table, you will find 
some pumps. Pumps are machines we use to move 
water from one level to another. 1 have one right 
here in my tub.** (She searches for it and pulls it 
out.) ""When you pull the handle this way (demon- 
strates), all of the air is forced out of the tube by 
this little part that moves down. When there*s noth- 



ing at all inside the tube, we say that weVe created 
a vacuum— a place where thcrcs nothing at all, not 
even air. Then if you put the end nfxhe pump in the 
water and push the handle down this way to make 
the little part move back up, water will go up into 
the pump and come oui the spout. You might like to 
try the pumps today. 111 cross out pumps on my list, 
because Tve told you about them. 

**Ncxt we have a tissue paper collage project. 
At the blue table by the sink* we have red construc- 
tion paper, glue, brushes, and baskets filled with 
pieces of tissue paper. To do this project, you take 
the brush, dip it into the gItJe, paint some glue on 
your paper, and then put tissue paper on it (demon- 
strates). You can even put one piece of tissue paper 
on top of another piece, like this. Now, Til cross 
nssue paper project off my list, because 1 told you 
about it. 

*'Who knows what is next on my list?'* the 
teacher asks, as she begins again. She holds the list 
up and moves it slowly in front of the children. 

'^Blocks!** several children say together. 

"Yes, b-l-o-c-k-s," the teacher says slowly, as 
she runs her finger underneath the word. **BIocks 
are on our list every day, aren*t they? They*re open 
today, as usual, and the horseshoe magnet hanging 
from the pulley attached to the ceiling is there also. 
Jason used the magnet yesterday to pick up a big 
load of lids to put in his pickup truck. Someone else 
might like to try that today. Oh, by the way, do you 
know why the magnet we are using here is called a 
horseshoe magnet? It isn't a bar magnet, like the 
ones we have on the table with the tray of objects. 
I'll tell you what. Everybody think about the mag- 
nets, and we'll talk about them at storytime, be- 
cause I have a special book that will give you some 
clues. 

'^Okay, I will cross blocks off my list, because 
we*ve talked about them. 

'^The next project is making popcorn. Four 
children may do that project. We'll eat the popcorn 
for a snack. 

XDkay, now let me cross popcorn off. 

'^Now, what's the last thing on my list?" the 
teacher asks, as she again holds the list out for the 
children to see. '^House Comer," several children 
say. **Yes. It says 'HnD-u-s-e C-o-r-n-e-r,' doesn't it? 
Our House Comer is open every day. You might 
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like to play there. And, of course, the Writing Cen* 
ter is always open, too, if you need to make a shop- 
ping list or want to write a letter 

"Okay, now I'll ask you to choose where you'd 
like to start. Who would like to go to the water table 
to experiment with the pumps?" 

The teacher calls each of the activities, in turn, 
and the children make their choices. If more chil- 
dren want to try an activity than there is space to 
accommodate them, the teacher makes a "turns'* list 
and tells the children who must wait, "HI put your 
name on the turns list. When there's space, you 
may have your turn. Start someplace else," 

We Need Some Salt 

The children head for their chosen projects and 
interest areas as Activity Time begins. The group in 
charge of making the popcorn gathers at the table 
close to the sink, where a large recipe chart hangs 
on a chart rack. The teacher in charge of the project 
points to a sign at the top of the chart and asks, 
"What do you do before we start to cook?** 
**Wash our hands,'* respond the children. 
The children line up to take turns washing their 
hands. When everyone is seated at the table, the 
teacher refers to the top part of the recipe chart 
where the heading, things we will need, appears 
in big, bold letters, "Let's make sure that we have 
everything on the tray that we are going to need,'' 
she explains, "Popcorn," she reads, "Do we have 
popcorn?" 

**In the bag^ says David, as he points to it, 

"Yes, That's our popcorn, Davids Tm going to 
ask you to hold the bag of popcorn until we need it, 

"Okay, What else do we need?" the teacher 
asks, as she points to a second word on the list. The 
children look, but no one responds, 

"Oi-l^the ieachersays slowly, as she runs her 
finger under the word. "Do you see any oil on the 
tray?" 

Children point to the bottle, and the teacher 
picks it up to look at its label, '"Yes^ it is oil" she 
says, "It is com oil" She runs her finger under the 
two words written on the label. As she hands the 
bottle to Sheila to hold, she explains that there are 
other kinds of oil— peanut^ safflower^ soybean — 
and she reminds the children that they have made 



peanut butter and have seen oil inside of peanuts. 

The teacher continues the identification proc- 
ess with the other words on the list until the pop- 
corn popper, oven mitts, measuring spoons, and 
bowl all have been identified. Still remaining on the 
tray is the cassette tape recorder, "Tape recorder is 
not on our list, is it?'' the teacher says to the chil- 
dren. "Wc don't need a tape recorder to make pop- 
corn" she adds, laughing, and the children laugh 
with her, "But we can use it to record how popcorn 
sounds when it is popping. And that's what we're 
going to do. In fact, Tni going to turn it on now. 
Let's see, where is the record button?'* 

The teacher turns the tape recorder so that the 
labels for the buttons are facing the children. They 
look as she points to the label above the button on 
the fer left, "Rewind," she says, as she traces her 
finger under the word, "Play," she says next, ''Re- 
c.r she begins to say as her finger points to the 
word above the third button. Before she can finish, 
David shouts out, "Record! That's it!" 

"That's right. Record is the word with the letter 
C in it. I don't think any of the other words have a 
C do they? Let's take a look, p-l-a-y. No, the 
word ptoy doesn't have a C r-e-w-i-n-d. The word 
rewind doe^in't, either, FF stands for fast forward. 
There's an S in the word fasi. but not a C I think 
record is the only word with a C" With that, she 
moves the recorder closer to Lisa and asks her to 
press down on the record button, 

"Okay, now we need to find out what we do to 
make the popcorn^'* the teacher explains. She again 
refers to the recipe chart as she points to the words 
WHAT TO DO, She reads each step» starting with the 
first; "Put 3 t, of popcorn in the popper" As each 
step is read, a child is asked to carry out the in- 
struction. 

The fifth step says, "^^^tch and listen as the 
com pops,'* The children look closely at the large 
transparent lid over the popper, Th^ wait for the 
soft sizzle of the oil to change into a fester^ louder 
sizzle, and for the first pop! There are squeals 
when it finally comes. The squeals continue as the 
popping speeds up and then subside as the popping 
slows almost to a stop. The teacher puts on the oven 
mitts, takes hold of the sides of the popper, and ex- 
plains that she's going to shake the popper a couple 
of times to send any remaining com kernels to the 
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bottom, where it is very hot. There are a few more 
pops, followed by a long silence. ^'It s all done pop- 
ping," says Diivid. 

The teacher agrees and reaches to unplug the 
popper Then she flips the popper over and lets the 
popped com fall into the lid. Then the corn is emp- 
tied into a large bowL The teacher explains that it 
will cooi faster there than it would were it left 
packed tightly in the smaller bowl "The air can cir- 
culate—move around all of the pieces of com — bet- 
ter if the com is in this larger bowK** 

"Okay, our com is ready for Snack 'fime," she 
tells the children/* ^ need to wash and dry the 
dishes, and then 1 have a book for us to read. It 
explains why popcom pops. After 1 read it to you, 
we can set up an experiment to see for ourselves if 
Ihe book's explanation is right." 

'^But we didn't put in any salt," says Lisa. **We 
need some salt." 

"Is salt on our recipe?" asks the teacher. She 
points to and reads through the things we will 
NEED list once again, going slowly so that the chil- 
dren can join in. *Popcom, oil, popcom popper, 
oven mitts, measuring spoons, large bowl,' " they 
all read together. ''Ctoes it say salt?"" the teacher 
asks. "No," the children respond. 

**Sometimes people do put salt on popcom," the 
teacher explains. **Scmetimes they don't. Today I 
guess we're going to eat ours without it, because 
our recipe doesn't say to add salt. We'll add salt to 
the recipe when we make popcom the next time. 
Lisa, you can put salt on the shopping list, so we 
will be sure to have some on hand. You can do that 
while the rest of us start washing the dishes." 

Lisa makes her way to the piece of tagboard 
taped to the back of a door, our shopping LtST. it 
says at the top. Lisa takes the pencil, which is stuck 
through two holes of an envelope, also taped to the 
door. Lisa writes an s. "What comes next?'' she 
asks, calling to the teacher who is helping out at the 
sink. 

the teacher answers. 
Lisa writes that and then asks. "What's next?"" 
The teacher vocalizes the next sound this time, 

instead of simply telling Lisa what letter to write. 
**Lr Lisa says. Then she says the word salt to 

herself, hanging onto the last sound, as she thinks 

for just a minute. Then she adds a t. 
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The children finish wai;hing and drying the 
dii;hes, and then the teacher reads the book, as 
promised. It explains that the moisture -water- in- 
side popcom kemels tums into steam as the popper 
heats up the kemels. The steam explodes the outer 
shell of the kemel, making the com pop. The book 
explains that if the kemels are dried out vrom being 
exposed to air where the moisture can evaporate, 
they won't pop. The teacher and children pour 
some corn into ajar lid. This cor^. will be left out in 
the air on the windowsill for several days. The rest 
of the com is left in the tightly covered bottle. "The 
next time we make popcorn," the teacher explains, 
"we'll make two batches, one from corn in the jar, 
and one from com left out in this lid. Which com 
do you think will pop better?" 

The children make their predictions and also 
check the progress of an earlier experiment, which 
has been left on the windowsill. Two margarine 
tubs, one covered and one uncovered, sit side by 
side. This one has almost no water left in it," one 
child observes. **What about the other one, the one 
with the lid on it?" the teacher asks. **Does it still 
have a lot of water?" 

Soon Activity Time ends. All of the children 
help to put materials away and straighten up the 
room. Then they gather for Group Time, where 
they sing songs and talk about some of the things 
they did during the moming. 

Lisa explains that the popcorn she and the oth- 
ers prepared for Snack Time does not have salt. 
"But we're going to make it with salt the next time," 
she says, "so 1 writed it on our list." 

"Oh, Tm glad you wrote it down. You know, 
tomorrow at Group Time we are going to go over 
our list to see what kinds of stores we will need to 
visit. I think we need to go to a supemiarket to get 
some things, but I think we'll also need to go to a 
hardware store, and maybe even a stationery store, 
to get other things. And remember, sometimes we 
don't get things on our list from a store. Sometimes 
children take notes home to ask their parents if they 
can bring some things from home. Wll probably 
have some shopping trips to plan tomorrow when 
We review our list, and also some notes to take 
home." 

The singing and the discussing continue, as 
long as it takes for everyone to visit the bathroom to 
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use the toilet and wash their hands. Then everyone 
is off to Snack Time and then to the outdoor play- 
ground. The morning winds down with a Story 
Time, which is held outside under a shade tree in 
warm weather and inside during the winter Next, 
the class goes back inside for puzzles, rereadings of 
books, a last look at the fish, searches through the 
Take Home Box to find paintings and drawings to 



take home, a check of personal mailbox slots to see 
(f someone has tucked in a note or a letter, and, for 
sonic, the selection of a classroom library book lu 
take home. 

Sara checks the mailboxes, not to get her mail, 
but to see if the teacher has found the bo*.v she had 
put ihere as a present. The book is still there. Sara 
removes it and delivers it in person. The teacher 
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Dismissal Activities 

Every teacher must manage the inevitable daily transitions. If teachers do not want all of 
the children dashing betw'een activities at the same time, they need to devise methods to 
dismiss children in small groups. The following ideas help children to learn literacy 
skills, as well as help teachers prevent classroom chaos. 

• Write children's names clearly on a set of index cards. When dismissing children 
from a group, hold up one card at a time. The situation becomes more interesting 
to children if more than one child in each group has a name that staas with a 
certain lener Children often look no fartherthan the first lencr of a name before 
declaring, "It^ mineT Teachers can say. **Are you sure? Did you look at all of the 
letters?"" 

• Instead of using the children^ names, pronounce a sound, such as fcmx All of 
the children whose names begin with that sound may leave the group setting. 
Continue to pronounce sounds until all of the children have been dismissed. This 
experience can lead to an interesting discussion if several children, whose names 
begin with the sound, actually have names that code the sound differently. For 
example, the names Sara, Celia, Cyndi, Sam. and Sally would present a good 
situation for such a discujision . 

• Provide a so'jnd and tell children that anyone with this sound in his or her name 
may be dismissed. In this case, the sound need not be at the beginning of the 
name. Children need to think through all of the sounds they hear when they say 
their names to see if the focal sound is contained within it. 

• The teacher can say a word that rtiymes with a child s name. The children whose 
names rhyme with the word provided by the teacher may be dismissed. 

Adapted from un i^ca pro\'idcd by Kiithy MomAv 
Bt>sion Public SchiMik 
The Early Learning Ccnlcr 
Brighum. Ma'isachusciK 
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thanks her and tucks it in her pocket for later; .she k 

too busy now to take a look. 

When the children leave, the teacher and her 

assistant straighten things and chat- The teacher re- 
members Saras book and pulls it out (see Figure 

2), "Look at thisf she says to her colleague, "Sara 

is starting to string letters together to make \\orcls; 

she's not coding syllabically anymore, I guess the 

words looked too short that wayf 

'^l know," the assisting teacher replies, '^Last 
week, she was playing at the Writing Center and 
filled an entire book with words. She kept asking, 
'What word is this?* I sounded them out and, of 
course, most were not words,*" 

"She'll do this for awhile, and then shell prob- 
ably start to ask for spellings or to copy them from 
labels and signs, I've seen this over and over for 
years, It*s what th^ all go through (Genish* & 
Dyson, 1984; Gunderson & Shapiro, 1988; 
Schickedanz, in press). But Lif;a is beginning to 
give up this strategy. She wrote salt on the shopping 
list today, and she asked only for letters to represent 

Figure 3 

Word Creation Strategies Record Sheet* 
Strategy Used Description of Incident Date 



Physical Relationship 



Visual Design 



Syllabic Hypothesis 



Letter Strings 
(visual rules) 



Authority Based 
(asking for or 
copying spellings) 



Early Phonemic 
(invented spellings) 



Transitional Phonemic 

^Boston Umversity Early Childhood Learning Laboratory 



Figure 2 
Paye from Sarahs Book 
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Key to Word Creation Strategies Record Sheet 



Physical Relaiionsbip. Child tries to relate the number or 'he appearance of marks to some physical aspect 
of the object or person represented. The child might use three tinrks, for example, to write her name if she 
is three years old. 

Visual Design. Child accepts the arbitrary nature of words-that th^^y do not resemble their referents phys- 
ically. The child tries to recreate some designs. The first design atteniptcii is often the child's name. Place- 
holders-other letters, circles, solid dots, or vertical lines-often are used in the place of those letters that 
the child eannot form. 

Syllabic Hypothesis. Child realizes there is a relationship between the oral and written versions of words 
and also that spoken words can be segmented into ""beats'' or syllables. The child codes words syllabically, 
using one mark for each of a word's syllables. 

Letter Strings (visual rules). Children create words by stringing letters together so that they look like 
words. They use several rules, (i) Don't use too many letters. (2) Don't use too few letters. (3) Use a 
variety of letters, with not more than two of the same letter in succession. (4) Rearrange the same letters to 
make different words. Children also ask, "What word is this?" 

Authority Based. This strategy often follows on the heels of the letter string strategy, apparently because 
children decide that it is more efficient to ask for spellings, since so many of their letter strings yield 
nonwords. Children ask for spellings of whole words, or they copy known wor^^s from environmental print 
or books. 

Early Phonemic. Children begin to generate their own words by coding sounds they hear— an idea they 
might get as adults provide spellings and make letter-sound associations explicit when giving spellings 
during the time that children are using an Authority Based strategy. Independent spelling may be delayed 
in children who receive complex answers to their spelling questions during the early part of this stage. No 
known disadvantage is associated with a delay of this kind. 

Transitional Phonemic. Children begin to realize that their sound based spellings do not look quite like 
words th^ see in the environment and that specific spellings they generate are not always identical to ones 
they see elsewhere. Children often become dissatisfied with their own spellings and begin again to ask for 
whole word spelUngs, orth^ generate a spelling on their own and ask, "Is that right?''This strategy is not 
common among preschoolers, although children who read early often use it, presumably because they 
have more visual information about words than do typical preschoolers. 

Note. The order of use for the strategies typically follows the order of this list, although different environ- 
ments provide different information to children, which can result in variations in children's word creation 
strategy development. 
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Some of the sounds. She did ihc others on her ov.n. 
I need lo record some of this information on our 
word creation strategies record sheet" (sec Figure 3). 

\Vliat Are the Children Leaniinj* 

about Reading and Writing? 

Children in this preschool classroom do not 
engage in instractional tasks that isolate learning by 
focusing on specific skills taught out of context. 
There are no assigned worksheets, no alphabet let- 
ter to be focused on each week, no counting out 
loud lo 100 every day, and no specific practice in 
writing one's name. In this classroom, reading and 
writing skills arc incorporated into every aspect of 
the children's daily experiences. Literacy is so vi- 
tal, so much a part of the culture in this classroom, 
that children literally grow up with reading and 
writing. 

But the skills are there, just the same. The 
teachers know what these skills are, and ihey know 
how to make them explicit in the natural course of 
things, so that children can latch on, instead of get- 
ting lost. What are these skills? And where can 
they be found in this classroom? 

Children must learn that written language 
is an arbitrary (dictated by social convention) 
system for represent!!^ oral language, that writ- 
ten words are not, as children first think 
(Ferreiro & Teberosky, 1979; Schickedanz, in 
press), physical representations of people and 
things. 

• By seeing their own and other children's 
names on the attendance chart, children be- 
gin to see that there is no systematic rela- 
tionship between the length of names and 
the size of the child. 

• By routinely seeing the ^rd fish at the fish 
tank, children see that very small things can 
have a name as long as something that is 
much bigger-Adam and Sara, for example. 

Children must learn that speech can be s^- 
mented into small units of sound called pho- 
nemes (Liberman et aL, 1974; Mann, 1986). This 
insight, ^phonemic awareness,^ is facilitated by 
involvement in situations where print and 
speech are brought tc^ether (Cossu ct aL, 1988; 



Ehri&Wilcc. 1980; Mann. 1986) and where chil- 
dren Find that they have to account for the let- 
ters they see in a word they know (Ferreiro & 
Tcbcrosky. 1979). 

• The teacher read Michaels father's note by 
making the sounds within the words explicit 
and by involving Michael in looking at the 
words as they both read them. 

• The teacher made explicit the relationship 
between letters and sounds in some of the 
words on her activity list for the day. 

• The teacher provided for the rereading of fa- 
miliar storybooks and big print books. The 
opportunity to reread familiar books helps 
children ''get into the print" (Morrow, 1988) 
and try to map speech and print, which 
leads to their discovery of the alphabetic 
principle- letters code sounds. 

• The teacher planned to make several shop- 
ping lists on the next day, organizing items 
childreii had written on the tagboard into 
store based categories. The shopping lists 
would be written as experience charts while 
the children watched. When converting a 
child's invented spelling into a standard 
form for the shopping list, the teacher 
would comment. "There's another way to 
\/rite that vrord, and Tm going to write it 
that way here, because that might be the 
way you'll see it in the store." As the words 
were generated, the teacher vrould make the 
Sounds explicit and pause to give chMdren a 
chance to name the needed letter 

Children must learn to coordinate context 
and graphic clues when reading. Context helps 
children to predict what words are printed and 
to transform graphic phonemic information into 
meaningful words (Goodman & Goodman, 1977). 

• The teacher allowed for the rereading of fa- 
miliar books, which provides "historical 
context" (Snow, 1983) -knowledge of the 
story from previous experience with it-for 
the children to integrate with the graphic 
clues they see. Many preschoolers use pic- 
ture governed rather than print governed 
strategies to reread storybooks (Sulzby, 
1983). but the rereadings themselves help 



1 04 Sthickcdatt^ 



^ 1 i n 

ERLC ^ ^ 



children to get into the print. Once into it* 
information from previous rereadings can 
be integrated with the children's budding 
graphic phonemic knowledge. 

• When checking in books, children know 
what the titles of their books say, Th^ often 
use this knowledge by pointing to the words 
as th^ say the title primed on the card, 

• The many instances of familiar environmen- 
tal print on the Snack Helpers' Chart, the 
Attendance Chart, the sign for the fish tank, 
the label on the shopping list, and the labels 
on the shelves provide children with oppor- 
tunities to integrate context and graphic 
clues to decipher words. 

Children need to learn letter names and the 
sounds that various letters can replant. 

• The teacher pointed out to Eiise that Ellens 
name did not contain the letter 5, nor was 
the sound typically represented by this letter 
heard in Ellen's name* 

• The teacher pointed out the C in the word 
record and then named letters in the other 
words on the tape recorder to show that 
none of the others contained this letter 

• The teacher helped Lisa spell the word salt 
by providing the letter that represents a pho- 
neme that is difficult for preschoolers to 
spelL 

• Teachers sound out children's letter string 
words when the children ask, 'What word is 
tiiis?" 

• Children are surrounded by print, including 
children's names. This provides opportuni- 
ties for children to ask questions about letter 
names and to share their knowledge, such 
as, "My name starts with KT 

• Alphabet materials such as letter bingo are 
available for use in children *s play. 

Children must develop a rich vocabulary 
and develop a deep understanding of many con- 
cepts if they are to be successful in reading 
words and in comprehending what they have 
read (Chall & Snow, 1988), 

• The teacher introduced words such as vac- 
uum, suction, machine, sizzle, measuring 

specific Ski!!*; in Preschool find Kindcrfinrtcii 



spoons* oven mitts* circulate, moisture* pre- 
dictions* safflower* soybean* blue* red* to- 
morrow* tissue paper, construction paper* 
spout, and pump, 

• The teacher provided real experiences as the 
basis for concept development. Children 
were learning about pumps and vacuums at 
the water table, about why popcorn pops by 
making popcorn and setting up experi- 
ments, and about different kinds of stores by 
making shopping lists and doing the shop- 
ping, 

• The teacher scheduled a Story Time every 
day, which provides children with the op- 
portunity to hear and discuss new words and 
to find out about interesting places and 
things. 

Children must learn about print conven- 
tions, such as the focts that English print is or- 
ganized from left to right and from top to 
bottom on a page and that space is left between 
words. 

• The teacher demonstrated the left to right 
and top to bottom organization of English 
print when she pointed to the text in big 
print books, when she underlined words on 
her Meeting Time list with her finger, when 
she wrote the shopping list experience chart 
with the children, and when she read the 
popcorn recipe chart* 

• The library book check in cards have a 
green dot beside the first word in the title to 
help children know that the first word in the 
title is the one farthest to the left, 

• The teacher put space betv/een her own 
words when writing the shopping list expe- 
rience chart. 

Summary 

This glimpse of a content and experience based 
classroom illustrates how some of the literacy skills 
known to be important for young children can be 
learned in a broader and richer instructional con- 
text than that provided in the typical, skills oriented 
classroom. In the classroom that has been de- 
scribed, literacy skills are embedded in every activ- 
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ity and interaction. 

When 1 suggest thai programs need to "move 
beyond skillsT I do not mean that skills are unim- 
portant. I mean, instead, that they are not enough. 
They are not enough to turn children into good 
readers, nor to give meaning to a young child's 
classroom life. For children who enter preschool at 
age three, skills oriented classrooms can span 
three, four, or more years, because it is not until 
second or third grade— after children have the ba- 
sics-that schools take content seriously. That*s a 
lot of a young child*s life to squander. 

In many communities, especially those that are 
more affluent, parents have the time and financial 
resources to add richness to their children's aca- 
demic lives. Th^ visit museums, go camping, as- 
semble train sets, purchase chemistry sets, read 
interesting books, visit the library, and talk about 
things the child has seen and wondered about. Cu- 
riously, it is these children who often are offered the 
most richness at school, being perceived as more 
advanced in skills development upon school entry 
and being viewed as the next generation's leaders. 

Other children, due to financial and family cir- 
cumstances, are perceived as needing and being 
able to utilize much less. They are given a basic, 
skills oriented curriculum and little else, often with 
the best intentions and the children's welfare upper- 
most in the educators' minds. Yet these children, 
too, would benefit from a rich school curriculum. 

Children can survive predominantly skills ori- 
ented classrooms, of course, and can ma lot 
about writing and reading. It would be bcL. , how- 
ever, if th^ could learn to read and to write while 
they learn about reading and writing. And it would 
be better still if, in the process, they could learn 
something, instead of learning next to nothing. 
Teachers, as we have seen, can deal effectively 
with both content and skills. Children can, too. 
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Assessment of Young Children's 
Reading: Documentation 
as an Alternative to Testing 

Kdw ard Chittenden 
Rosalca Coiirtnw 



In this chapter \vc describe Jispeets of u cur- 
rent project to dex-clop programs of Joeuuieu- 
tation as alternative approach to the 
assessment of early reading. We provide steps 
that Schools Cini use in cstiibltshinga prognnn 
of documentation. 



The need for assessment programs that are 
appropriate to early education has become 
more acute with the introduction of all day 
kindergarten and with increased pressures on pri- 
mary teachers to account for children's **academic" 
learning. While teachers of young children are ex- 
pected to view learning to read within the broader 
context of children's language and development, the 
standardized tests adopted by many school systems 
are incompatible with these expectations. The dis- 
crepancy between testing and teaching is especially 
pronounced for schools that develop reading pro- 
grams around literature and children's own writing, 
rather than adopt a single basal series. 

In this chapter, we describe aspects of a current 
project to develop programs of documentation as an 
ahernative approach to the assessment of early 
reading. In cooperation with experienced teachers 
in several school systems, the project has explored 
the use of performance samples and observational 
methods for recording children's initial develop- 
ment as readers. The overall goal has been to create 
systematic assessment strategies as alternatives to 
testing that will yield descriptive records of chil- 
dren's learning while enhancing teachers' powers of 
observation and understanding of early reading. 



VJotk described in ihis chapter wiis supported by a grant from the 
Jessie Smith Noycs Foundation. 
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Criticism of Gurrciit 
Tfestiiig Practices 

Standardized testing in the e^irly grades has be- 
come a prominent feature of evaluation activities in 
many school systems. In some districts, paper and 
pencil tests of reading and reading readiness are 
routinely adtriinistered as early as kindergarten and 
first grade. Despite the clear limitations of these in- 
struments, scores from the tests -especially read- 
ing tests — come to be regarded as the definitive 
evidence of children's learning. 

Ironically, the trend toward testing in early ed- 
ucation occurs at a time when criticism of the tests 
has become more substantial. Educators of young 
children have restated their longstanding concerns 
about labeling children and about test driven curric- 
ula (naeyc 1988). Policy analysts find little empir- 
ical support for the use of tests as screening devices 
to retain children who are not **ready** (Shepard & 
Smith. 1986). In recent years, to such criticism can 
be added the growing evidence from research on 
reading and children's literacy, which challenges 
assumptions about learning that underlie test con- 
struction (\^encia & Pearson, 1987). 

Contemporary research (reflected in many 
chapters in this book) demonstrates that children's 
initial efforts to read and write reflect a range of 
experiences with books and print. Children's sense 
of story, their understanding of the conventions of 
print, and their intuitions about letters and sounds 
(invented spelling) are acquired gradually through- 
out the early school years; these and other re- 
sources support their first reading attempts. 
Research also demonstrates that children acquire 
the skill of reading in different ways, exhibiting dif- 
ferent tempos of learning and different styles and 
strategies for dealing with text (Bussis et al., 1985). 

Tests* by contrast, imply a narrower definition 
of early reading, accentuating knowledge of letters 
and words to the exclusion of other indicators of lit- 
eracy. Moreover, norm referenced instruments al- 
low little room for the natural variation among 
children in the rate at which they become relatively 
proficient as readers. An additional major limita- 
tion is that tests tend to be one shot attempts at as- 
sessment; by definition, they ignore evidence of 



learning that children exhibit in othcn nontesting 
contexts. Children's interest in books* and their 
ability to listen to stories or to make sense of mean- 
ingful vvords (such as classmates names or signs 
around the room) are not measured by tests. 



l)(>c till leiibit ion 

The remainder of this article describes features 
of an alternative approach to the assessment of 
early reading. lAfe term the approach '^documenta- 
tion" since the methods are designed to yield a 
more descriptive record than test scores. The term 
also underscores the point that educational assess- 
ment is defined as a process (Anderson et al.* 
1975) that is supported by methods or instruments, 
but should not be defined by them. 

A documentation plan can be as elaborate or as 
modest as time and resources permit. At its core, 
documentation requires participation by teachers 
and support staff across grade levels in an assess- 
ment program that brings them together around a 
common plan of observation and collection of evi- 
dence of children's (earning. Unlike a testing pro- 
gram, which is geared to evaluating children 
against prescribed expectations, the first purpose of 
documentation is one of inquiry, of looking more 
closely at the thought, language, and skill children 
bring to their initial attempts to read. Furthermore, 
unlike testing, documentation builds on data col- 
lected at intervals over the years and across literacy 
contexts. 

With respect to standardization of procedures, 
the methods of documentation are neither as rigid 
as the procedural requirements of tests nor as infor- 
mal as teachers' own record keeping practices. Uni- 
form methods and guidelines are adopted, but are 
stated in a way that permits the flexibility necessary 
when vworking with young children. The records of 
documentation are meant to be "public" in the sense 
that th^ should be open to interpretation by other 
teachers, administrators, and parents. The adoption 
of common plans and procedures makes such com- 
munication more possible; people understand what 
the information represents, although they don't nec- 
essarily agree upon its meaning. 
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Procedures for Oocunieiitiiig 
Childreiis Liteniey Oev^elopiiiciit 

During the past few years, with assisitancc 
from experienced teachers, we have evaluated a va- 
riety of procedures that appcr^red promising as 
methods of documentation. Some procedures have 
capitalized upon teachers' everyday observations of 
children's behaviors in ongoing classroom setting^. 
Other procedures are more test like and take the 
form of performance samples, or staged observa- 
tions* The latter have included tasks related to 
invented spelling, word awareness, word identifica- 
tion strategies, sense of story, and oral reading per- 
formance* Essentially, we asked teachers to "pilot 
test'* selected procedures and to provide critical 
comments regarding the methods' heuristic value* 
What was learned from using the procedures? 
What were some practical problems? 

The question of institutional support for docu- 
mentation also has been examined. What sorts of 
teacher meetings are required? How often? In what 
ways can the data of documentation serve the needs 
of evaluating pupil progress? Of reporting to par- 
ents? To what extent can records of documentation 
replace test data as accepted forms of information? 

Teachers' Observations 

In the course of an ordinary school day, teach- 
ers observe children's behaviors across a variety of 
instructional settings, ranging from the informal 
situations of play and free choice activities to the 
more formal contexts of reading or writing instruc- 
tion. The teacher's observational database is poten- 
tially abroad one. 

As a first step in developing observational pro- 
cedures, we conducted a series of interviews with 
experienced teachers (from kindergarten, first 
grade, and second grade) in which two issues were 
raised: What cues (behavioral signals) do teachers 
look for when assessing children's literacy develop- 
ment? What records do teachers maintain that cap- 
ture some of their observations? 

Two findings from these discussions with 
teachers can be noted for their relevance to docu- 
mentation. First, although all the teachers believe 
that observation is central to their evaluation of a 



child's learning, they also acknowledge that much 
of this inrormation ordinarily remains unrecorded. 
The realities and practical pressures of clas*;room 
teaching \^'ork against maintaining systematic ob- 
servational records. 

A second finding has to do with the classroon 
contexts that provide the occasions-the setting.s- 
whcn teachers make some of their observations 
about children's literacy development. Looking 
across the records of the teachers' comments, it is 
clear that certain instructional contexts offer sub- 
stantial opportunities for observation related to 
children's interests and skills. These settings^ such 
a« story time or free reading time, constitute almost 
daily features of the school day. In a sense, the 
teacher is a participant/observer for whom these 
settings are familiar situations for noting children's 
reactions and interests. 

For purposes of illustration, consider two set- 
tings-story time and choice time. Both situations 
provide teachers with valid indicators of children's 
cariy development as readers. For example, when 
teachers read a good story to the class, they note 
many things about the children's facials gestural, 
and vocal reactions. Children's questions and com- 
ments about the story also are revealing. Does a 
child's elaboration of the story line reveal an under- 
standing of the narrative? Do the children connect 
this story with some personal experience? With 
other stories? The story time setting is a particu- 
larly good one for assessing young children's famil- 
iarity and understanding of styles of writing. It 
provides valid indications of children's interests and 
comprehension of literature. 

Choice time provides a quite different perspec- 
tive* What sort of books does the child choose (pic- 
ture books, animal books, literature the teacher has 
read)? Does the child app^r to be "studying" the 
text or looking at pictures? Is there attention to 
words? In the case of quite young children, is the 
book properly oriented? Are pages turned sequen- 
tially? 

An analysis of recurring settings led to the de- 
velopment of an Observation Recording Form, or- 
ganized around seven classroom situations. Figure 
1 shows two versions of that form. In the "Ratings" 
version, teachers provide overall ratings of the 
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Figure 1 
Observation Forms 

Dcscriplion of child\s work and behavior for each context 
(cite specific inclicalions of skills or knc*vlcdgc) 

Settings and Activities Examples of Child\s Activities 

Story Time: Teacher reads to class 
(responses to story line; 
childs comments, questions, 
elaborations) 

Independent Reading: Book Time 
(nature of books child chooses or 
brings in; process of selecting; 
quiet or social reading) 

Writing (journal stories, 
alphabet, dictation) 

Reading Group/Individual 
(oral reading strategies: 
discussion of text, responses 
to instruction) 

Reading Related Activities Tasks 
(responses to assignments or 
discussion focusing on word 
letter properties, word games/ 
experience charts) 

Informal Settings (use of 
language in play, jokes^ story- 
telling, conversation) 



Books and Print as Resource 
(use of books for projects; 
attention to signs, labels, 
names; locating information) 



Other 
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Figure 1 (continued) 
Observation Forms 



Child Grade Teacher Date 

Ratings of ehild s interest/investment in different classroom contexts 
(based on observations over a period of several weeks) 

Degree of interest/Investment 

Settings and Activities Very Interested. Moderately Uninterested, 

Intense Interested Attention Is 

Elsewhere 



Story Time: Teacher reads to class 
(responses to story li'^e; 
child's comments, questions, 
elaborations) 

Independent Reading: Book Time 
(nature of books child chooses or 
brings in, process of selecting, 
quiet or social reading) 

Writing (journal, stories, 
alphabet, dictation) 

Reading Group/Individual 
(oral reading strategies; 
discussion of text, responses 
to instruction) 

Reading Related Activities Tasks 
(responses to assignments or 
discussions focusing on word 
letter properties, word games/ 
experience charts) 

Informal Settings (use of 
language in play, jokes, story- 
telling, conversation) 

Books and Print as Resource 
(use of books for projects; 
attention to signs, labels, 
names; locating information) 

Other 
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child's interest or '^investment'' in a given setting. 
For example, during story time is the child gener- 
ally interested in the story? Does the child seem in- 
voved with the narrativei as indicated by posturei 
by comments? 

On the second fomii teachers provide specific 
examples of the child's work and behavior for a 
given context. What kinds of reactions does the 
child exhibit during story time? What books are 
frequently chosen for independent reading? What 
sorts of writing activities have been undertaken? 
Here the focus is on the quality and level of the 
child*s work, as distinct from degree of interest. 

An observation fomi that uses classroom set- 
tings, or contexts, as a framework has several 
advantages, we believe, over observational instru- 
ments built around theoretical constructs (e.g., rat- 
ing children's comprehension or listening skills). 
First* teachers generally agree about the broad def- 
initions of setting, whereas it is more difficult to es- 
tablish common understanding of abstractions such 
as ability to decode. Although no two teachers will 
conduct a particular setting* such as story time* in 
the same manner (nor should they)* there is enough 
overlap in classroom practice so that ratings or 
other forms of reported observations can be mean- 
ingfully shared. In selecting the settings, an atempt 
was made to find some common ground across the 
kindergarten and primary programs. 

Second* an instrument that highlights the set- 
tings of early literacy instruction appropriately re- 
flects the several dimensions of the curriculum at 
this level. Literacy instruction is not confined to 
one sort of interaction* such as the reading group. 
By drawing attention to multiple settings* the in- 
strument reminds teachers* administrators, and 
parents that literacy development has multiple 
facets. It is important that assessment instruments 
reflect this comprehensive view of early reading in- 
struction* 

Third, the use of multiple settings for observa- 
tion allows for the inevitable unevenness in chil- 
dren's development. Thus* some children display 
keen and sensitive feeling for narrative when they 
listen to a story read by the teacher during story 
time. These children are quick to anticipate what 
will happen next; there is clear evidence of their 
ability to comprehend literature. But some of these 
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i;ame children may display quite different reactions 
within the reading groupi where their skills seem 
wobbly and their understanding seems tentative. A 
teacher who observes children in both settings is in 
a stronger position to evaluate their initial difficul- 
ties in decoding text. 

Children will display different patterns of 
strengths and interests. For example* some children 
appear most productive and most interested in 
those settings that permit a feir amount of behav- 
ioral leeway, such as free reading, independent pro- 
jects, and journal writing. By contrast, these same 
children may have trouble in the more formal set- 
tings, such as story time* reading groupSi and as- 
signments. Others, revealing a reverse pattern, 
thrive on teacher structure but become uncertain 
and less productive when called upon to read or 
write in more open ended situations. 

Children's patterns of involvement will change 
over time. It is not uncommon for children to go 
through periods of intense interest in practice read^ 
ing, selecting familiar books again and again before 
branching out. One teacher described how she re- 
views the different settings as a way of taking stock 
when she plans instruction or prepares for a parent 
conference. 

1 think about how the child respond.*; to 
different situations.. .beginning with the 
infomia] book time that happens in my 
classroom as the children come into the 
room in the morning. I have more con- 
cern about a child who is not really in- 
volved in any of the seitingii than I do 
about a child showing real energy in one 
area (e.g. writing] but is not strong in an- 
other 

Performance Samples 

In a documentation program, performance 
samples of children's work provide the more tangi- 
ble evidence of learning; such samples complement 
the observations described* Although performance 
sample tasks are fairly open ended and resemble in- 
structional activities, they are nevertheless more 
formal and geared to assessment, to the extent that 
teachers adhere to agreed upon guidelines. 

(^hittcndQh and Courtney 



In projects to date, we have paid particular at- 
tention to children's early attempts to pretend read 
and really read. Wkys of obtaining reading records 
are described. Other types of performance sam- 
ples, such as spelling, are useful, also. For exam- 
ple, children's invented spellings provide a fairly 
reliable indication of their intuitions concerning the 
alphabet and how it \vorks. In turn, this affords 
some insights into their progress as readers (Hen- 
derson, 1981). 

On the surfece, assessment of children's devel- 
opment as readers through listening to them read is 
a relatively straightforward task. Given an appro- 
priate book and a comfortable setting, the teacher 
can learn much about children's skill by listening, 
observing, and offering help on occasion. At a ru- 
dimentary level, do the children have a stable sense 
of word, as indicated by finger pointing or voice 
pointing? Do the childreas errors make sense? Do 
Ih^ indicate a search for meaning as well as re- 
sponsiveness to letter cues? 

The validity of oral reading behaviors as indi- 
cators of learning is well established in research, 
and certainly the practice of listening to children 
read has a long history in the classroom (e.g., 
AUington, 1984). Moreover, reading aloud is a rel- 
atively natural mode to young readers. Many chil- 
dren, in fact, spontaneously vjcalize as an aid to 
keeping track. 

However, although early reading is observable 
through oral reading, it is not necessarily easy to 
document. Reading aloud is noise. Unlike chil- 
dren's first efforts to write cr opel], reading ordi- 
narily does not leave behind any artifact or 
document that could become part of a child's folder, 
for review by the teacher or for sharing with a par- 
ent. Although teachers can make summaries of 
their observations of oral reading, a more con- 
certed effort is required to obtain a full running re- 
cord as a document depicting actual reading 
behavior. 

This transparent quality of reading is one of the 
reasons, we believe, why teachers sometimes feel 
vulnerable when their evaluation of children's com- 
petence is challenged by test data or other sources. 
Unlike the case of writing samples, what hard copy 
data of reading exist that constitute tangible infor- 
mation about children's successes and difficulties? 

ASKc^isment of Vounft Children's He:idiiifi 



In cooperation with teachers, some of the prac- 
tical as well as theoretical problems associated with 
using running records were addressed. To facilitate 
the process of making records, the teachers were 
supplied with scripts of the books' texts and with 
forms for noting essential information. The teach- 
ers also adopted a notational system that could cap- 
ture some of the richness of an early reading 
effort — long pauses, misreadings, invented text, 
repetitions, sounding out attempts, self corrections, 
and requests for help. Although teachers' notational 
styles differed to some extent, the system was 
standardized to the point where the records could 
be read reliably. Figure 2 depicts excerpts from a 
teachers records. 

The use of books as materials for assessment 
(instead of paragraphs or test items) makes the 
process a more natural one and allows children to 
draw upon their full repertoire of strategies. 
Among other criteria, it is important to choose the 
sort of book that enables children to learn while 
reading and to display their capacities for profiting 
from self corrections and assistance from the 
teacher. As Clay (1972) has noted, evidence that 
reading is a self improving system is an important 
signal of progress. Figure 3 shows how children 
with quite different skills can put their knowledge 
to work in Figuring out a book's text. For young 
readers, picture clues (not shown in the figure) ob- 
viously are influencing their choice of words. 

In the examples in Figure 3, Hillary has little 
trouble with text. She needs help with ''into" and 
makes reasonable substitutions for three nouns that 
appear at the end of sentences. For Felicia, the text 
is more challenging; in the beginning sentences she 
hesitates in a number of places, receiving teacher 
assistance. She substitutes the phrase "Let's go fly 
over" for "Look out for"* twice, but the last lime 
says **Let's not fly again." Both the frequent hesita- 
tion and seeking help and the invention of whole 
phrases (that somehow fit) are characteristic of the 
wobbly reader. The third child, Joanne, is mostly 
reading the pictures, with little correspondence to 
the words in the text. 

With practice, the process of actually making 
notational records is not difficult. In fact, some 
teachers make similar records on their own. The 
more significant challenge for an assessment 
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Figure 2 

Example of a First Grade Reading Record 



/Once upon a time* there was a little 



red hetywho lived in a | farmyard. 



One day the liliie red hen 
[found some/grains of whe:il. 



child 



animals in the farmyard . 



She took ihem to the oth&r - 




^'Who will help me to plant 
th ese gra i n s of wheat?'* asked 
the little red hen. 

"Not ir said the cat. 
' Not said the rat. 
"Not ITsaid the pig. 
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Figure 2 (continued) 
Example of a First Grade Reading Record 



Oral Reading Sample 

Child ^^^^^^ Book/Story 7?-^^ /.////e Red 



Teacher Date ^-tt 



Choice: Comments on selecting book. 

Was it child's choic^? Teacher's? Reasons? 

child s choice 

Background: How familiar was the child with this book/story? 

Read it previously (when?) 

Generally familiar with book but had not read it 

Little/no familiarity 



Comments: Child's interest in the book and/or in reading aloud^ (W^s the child relaxed or anxious? 

interested? To what extent is this sample representative of the child's skill and attitude re- 
garding reading?) 

5 he satd 6he kneuj f/ked ji^ 

Comments: Child's understanding of the material (e.g., intonation, spontaneous remarks, use of picture 
clues, self-correcting for meaning, responses to questions). 

She eDy\hy\ued ^ h^ut iroiib/e- ivi^h ''grains''— p^haps 

Comments: Child's strategies for reading (e.g., willing to guess, maintains momentum, seeks support 
from teacher, monitors for accuracy). 

fairiij Mberat^ reader, , , does skip u^rds. 
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Figure 3 

Three First Grade Children from the Same Class Read *'Flyuith Me" in January 



Hillary 

Fly with me. 

Fly with me up and up. 

Fly with me down and down. 

Fly with mefinto the cloud fr 

and around and around. 

Look out for the hills. 

bu5*\ 

Lookout for the bridg e. 
Look out for the ground. 



Felicia 



me. 



Fly^ith 

Fly with m^up^and up. 
Fly with me down^and down. 
Fly with me into th^clouds 

/and^round antyaround. 

r-- Lcf 5 $0 fly over 
jheek etrt fer the hills. 

■ 4x)Qk etrt fer the bridge. 

Le+'s r\o\ fl^^ aigai^i- 
■ Look etrt fef(me) grQund . 



Joanne 
Fly ■w4th ffift. ^ 

PI V nj i-rti^ ■ 1 i-L o H i tr^ 

M- I J VI III I J L I V ULJ Ul lU lAlJ * 

down 

M- Ij f * llii I J IV U V VI -l-l CTTTvl 1 * II. 

T r-^\j' ji„<itt f At* tt^ a W ■ 1 1 

l^UUn LfU I 1 VI TlTc i II J J J . 

■L ook etrt fer the bridge. 

fly i^own or\ 

■ Look etrt fef the ground. 



program is to establish the time and setting when 
teachers may pay undivided attention to individual 
children* This is a matter of institutional support as 
well as teacher effort. It has been solved in various 
ways, depending upon teachers' styles of instruc- 
tion and the use of support staff. In one school, in 
an interesting reversal of roles, the reading special- 
ist assumed responsibility for the whole class for 
twenty minutes, giving the teacher the chance to 
meet individually with four or five children. 

Another challenge in obtaining performance 
records is maintaining a balance between giving 
children assistance when needed, while refraining 
from providing too much help or instruction. A 
reading sample should produce evidence of the 
child's own strategies and resources. This means al- 
lowing children time and space to tackle the mate- 
rial in their own way. On the other hand, a reading 
sample should not become a test situation in which 
all support is denied. Young readers depend upon 
outside help as part of their repertoire; denying as- 
sistance when it is clearly needed or sought by chil- 



dren would produce a distorted picture of their 
competence. Any help the teacher may offer should 
be recorded as part of the notational system. In re- 
viewing the records, the question can be asked, 
**Did the children profit from such help?'* 

Questions also arise concerning the frequency 
of collecting performance samples. How many 
children? How often during the year? Another 
question concerns familiarity \vith the material. Is 
it all right to use a book the child has read, heard* 
or looked at before? The answer is definitely ^^yes." 
It rri::y well be that a child's second or third reading 
of particular materials will tell more about the skill 
than will a child's first efforts to struggle with new 
text (see Figure4). 

Answers to such questions depend upon the 
overall purpose and design of a documentation pro- 
gram. Reading records constitute only one part of a 
plan for data collection and need to be evaluated 
accordingly. Moreover, they may play a prominent 
part in the documentation of initial reading, but a 
minor part as children become proficient and move 
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past the point when reading aloud is a useful indi- 
cator. 

Space does not permit fiill discussion of data 
interpretation and reviav. Records can be analyzed 
in nnany ways. A first point to nriake^ however, is 
that several sannples collected over the year provide 
visible backup to any evaluation, no nnaner how the 
samples are analyzed. At a minimum, such records 
can be shared with parents to illustrate the child's 
progress and help parents understand the complex- 
ity of early reading. In one school^ performance 
samples (reading, writing, drawing) collected at in- 
tervals over the year are an integral part of the 
child's cumulative folder, supplementing the teach- 
ers' narrative reports. 

A second point to make is that the process of 
making notational records* regardless of how many 
are eventually obtained, pays dividends through its 
contribution to the teacher's sensitivity to children's 
reading in other contexts. Repeatedly, teachers 
commented on the value of giving sustained atten- 
tion to a child's reading, both in the process of re- 
cording and in subsequent analysis. As a general 
rule, they recommended that it is better to focus on 
a few samples thoroughly than on many hurriedly. 

In conclusion, performance samples -whether 
reading or writing-are not intended to be tests in 
disguise. A reading record is not meant to be a 
truer nneasure of a child's ability than the teacher^s 
cumulative observations over time. Instead, the 
first purpose is descriptive rather than evaluative. 
Tlie g^u ' is to obtain concrete evidence of a child's 
reading behaviors at given points in the school year 
with given materials under certain conditions. Such 
samples can be throught of as staged observations; 
they represent occasions when teachers attend 
closely to behaviors that may be encountered daily, 
but otherwise remain undocumented. 

The relationship between observation and per- 
formance sample is well stated by a kindergarten/ 
first grade teacher. 

With beginners you can't assess compre- 
hension directly The stories they read 
are too thin. You won't gel much if you 
ask ihem. "What did the story say?" Be- 
sides, they'll think it's a stupid question 
since you already know the answer In- 



stead. 1 notice their spontaneous com- 
ments and the kinds of errors they make, 
like, do they make sense? 

Oral reading td!s me something 
about their skills at this point, but I need 
to look in other places for evidence that 
books actually mean something to them. 
1 look at their reaciioas when 1 read them 
a Story, or I notice that they laici get the 
book and look at it. 

Concluding Comments about Documentation 

Throughout this paper, we have stressed the 
descriptive over the evaluative purposes of docu- 
mentation because that is the focus most needed in 
assessing young children's learning. In other words, 
we do not need better tests to estimate children's 
relative status; instead we need assessment pro- 
grams that bring out the links between emerging 
skill and the foundations ot literacy. Teachers know 
which children read well in the conventionil sense, 
which ones are wobbly, and which ones haven't be- 
gun. Tests are redundant. Methods of assessment 
that amplify rather than reduce are more helpful. 

In planning a program of documentation, it is 
useful to distinguish documentaiion from record 
keeping and testing. With respect to its procedures, 
documentation falls somewhere between the highly 
standardized formats of tests and the idiosyncratic 
quality of teachers' own record keeping practices. 
Unlike record keeping, outcomes of documentation 
are meant to be shared and open to review and in- 
terpretation by others. Also, whereas record keep- 
ing meets immediate and practical instruaional 
concerns^ documentation is meant to support a 
more reflective posture. It offers opportunity for 
teachers to review and think about the evidence of 
learning. 

A plan for documentation need not be elabo- 
rate, but it does entail institutional support for 
teachers' involvement in data collection and review. 
An important component consists of regular occa- 
sions for teachers to meet to discuss observations 
and performance samples. 

In planning a program, it is especially impor- 
tant to bridge the kindergarten and primary levels if 
documentation is to bring out the connections be- 
tween children's early literacy experiences and their 
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Figure 4 

Two Reading Records from a Child's Folder 
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Child's name 

Teacher M. J". 
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Figure 4 (continued) 
Two Reading Records from a Child's Folder 

Childs name 



/A 



FLY WITH ME 

Fly with me. 

Fly with me up and up. 

Fly with me down and down. 

Fly with me into the clouds 

and around and around. 



Teacher M-iT- Grade _L 

Date ^\yl\'in 
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eventual competence and interest as readers* It is 
better to start with a modest plan that can be actu- 
ally implemented and evaluated than with an overly 
ambitious effort. With regard to initiating a pro- 
gram of documentation, experience with the 
schools suggests something along the following 
lines. 

Step /, Give teachers the opportunity to use se- 
lected procedures with a cross section of five or six 
children in each classroom. The pace at which the 
teachers try out the methods should be reflective 
and investigative. The procedures and the ramifica- 
tions of the data should be explored, thought about, 
and evaluated. Obviously, teachers will learn much 
about the children involved* but the rea] purpose is 
to explore the potential value of the methods* 

Step 2, Teachers and support staff begin to 
modify and extend the methods used in Step 1, Se- 
lected procedures should be used with most of the 
students in a classroom. A documentation folder 
for each child could be developed as tangible sup- 
port of the process* This should not be a catch all 
cumulative folder, but something that has an agreed 
upon organization and contents. The nature of such 
a folder and its connection to other forms of record 
keeping and reporting need to be determined. 

Step 3, Ideally, an assessment program always 
should have an investigative flavor, responding to 
different questions that arise out of instructional or 
administrative concerns. Thus, perhaps there could 
be a special focus upon invented spelling, the emer- 
gence of phonic skills, or patterns of children's in- 
terests in books. Over time, the focus could shift 
but a core set of practices and procedures would re- 
main intact. 



Siiiiinian" 

An assessment program of the sort proposed is 
aimed at several objectives. First, such a program 
.should promote teachers* competence in evaluating 
student progress. At a practical level, it should help 
teachers become more proficient at keeping track 
and at planning appropriate instruction. At a theo- 
retical level, it should enhance teachers' under- 
standing of the nature of reading acquisition itself. 
Second, an alternative assessment program can 
yield documents of pupil learning that begin to re- 
place test scores as accepted forms of evidence. 
Third, the program should foster communication 
among teachers, administrators, and parents, 
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Designing the Classroom 
to Promote Literacy Development 

Lesley Matidcl Morrow 



My purpose is to describe a physic^U eiiviron- 
nieiit thut supports optiniuni liteniey develop- 
ment in elassrooms for ehildreti front 
preschool through the early eliildhood grades. 
Discussion of spaces and materials will con- 
centrate specifically on instruction in reading, 
writing, and oral language. Classroom areas 
devoted to music, art, dranuitic play, block 
play, science, math, and social studies will be 
described to illustrate how they can 1^ de- 
signed to promote literacy throughout the 
school daj: 



Plato said, **What is honored in a country will 
be cultivated therer Teachers who honor lit- 
eracy provide special spaces and materials in 
their classrooms to promote literacy development as 
an integral part of the total school curriculum, 

Peter was the mail carrier today at school. That 
meant he got to deliver to his classmates letters that 
arrived from their pen pals from a kindergarten 
class in another school district. They wrote to one 
another once a week, Peter had on his mail carrier's 
hat, and he hung his mailbag on his shoulder He 
had gone to the school office to pick up the letters 
and had placed them in the cubbies of the children 
to whom th^ were addressed. He was able to do 
this since each cubby was labeled with the name of 
a student. 

Later in the day, the children opened their let- 
ters and shared them with great enthusiasm. Some 
letters had pictures, some had scribble writing, and 
some were written using invented spelling, Peter's 
pen pal. Jay, used ^ combination of real cursive 
writing and letter like forms, Peter was delighted to 
receive his mall. During center time he went to the 
writing area, took a piece of paper, and wrote a let- 
ter to Jay, Although most of Peter's writing at this 
time was a series of random letters in manuscript, 
his letter to Jay seemed to model the cursive writ- 
ing his friend had used. Proud of his work, he 
showed his teacher, folded the letter, and placed it 
in an envelope. He copied Jay's name and address 
from a card he had especially for his pen pal, 
pasted on a sticker stamp, and dropped the letter in 
the outgoing mailbox in the writing center (see Fig- 
ures 1 and 2), 
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Figure 1 
Jay's Letter to Peter 



Figure 2 
Peter's Letter to Jay 






In this example, we see children participating 
in functional literacy activities. The classroom had 
a writing center with paper, pencils, envelopes, 
stamps, and a mailbox for a pen pal program, as 
well as props to help a student act as a mail carrier 
The classroom environment was prepared with ma- 
terials and space that stimulated literacy behaviors. 

This chapter describes a physical environment 
that supports optimum literacy development in an 
early childhood classroom. Discussion of spaces 
and materials will concentrate specifically on in- 
struction in reading, writing, and oral language. 
Classroom areas devoted to music, art, dramatic 
play, block play, science, math, and social studi i 
will be described to illusrrate how they can be de- 
signed to promote literacy. The overall physical 
plan is designed around the concept of promoting 



literacy as an interdisciplinary pursuit integrated 
throughout the school day. The suggested plan will 
accommodate whole class, small group, and indi- 
vidualized learning, all of which are necessary in 
promoting literacy. The classroom features dis- 
cussed here will be appropriate for preschool 
through the early childhood grades. 



The Need for a Rich 

Literacy Environment 

Careful attention to a classroom's physical 
design contributes to the success of an instnic-* 
tional program. Preparing a classrooms physical 
environment is often overlooked in instructional 
planning. Teachers and curriculum developers tend 
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to concentrate on pedagogical and interpersonal 
factors, but give little consideration to the spatial 
context in which teaching and learning occur TTiey 
direct their energies toward varying teaching strate- 
gies while the classroom setting remains relatively 
unchanged. When program and environment are 
not coordinated, "Setting Deprivation'' often 
results, a situation in which the physical environ- 
ment fails to support the activities and needs of stu- 
dents (Spivak, 1973), 

While the learning environment is often 
viewed as merely background or scenery for teach- 
ing and learning, there is another way to viev/ the 
physical environmefit .and the teacher*s role in cre- 
ating it. This view recognizes that in anangjng the 
environment purposefully, teachers acknowledge 
the physical setting as an active and pervasive influ- 
ence on their own activities and attitudes, as well as 
those of the children in their classrooms. Appropri- 
ate physical arrangement of furniture, material se- 
lection, and the aesthetic quality of a room provide 
a setting that contributes to teaching and learning 
(Phyfe-F^rkins, 1979; Sutfin, 1980), Carefol atten- 
tion to physical classroom design is essential to the 
success of instructional programs (Weinstein, 
1977), 

Observations of homes where children 
learned to read without direct instruction before 
coming to school have taught us much about 
rich literacy environinents. Initially, children who 
entered school already reading were described as 
having learned to reao ''naturally," The phrase 
"learning to read naturally" is somewhat mislead- 
ing. It sounds as if the child learned to read without 
the support of an adult, other children, or the envi- 
ronment. Although most of these youngsters expe- 
rienced no formal reading instruction such as that 
typically provided in school, they usually have sup- 
portive parents and an environment rich with the 
materials of literacy. The aduhs respond to chil- 
dren's literacy based questions and comments and 
provide experiences that help them learn to read. 

More specifically, early readers tend to come 
from homes where parents read to them, help them 
write and read, and often read themselves. Such 
parents read a wide variety of materials, including 
novels, magazines, newspapers, and work related 
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information. They keep reading materials ji^ all 
rooms of their homes -especially in the children's 
rooms. They take their children to libraries and 
bookstores often (Durkin, 1966; Morrow, 1983; 
Taylor, 1983; Teale, 1984), Their homes hold am- 
ple supplies of books and writing materials for 
themselves and for their children. They generally 
value reading as an important activity, associate 
books with pleasure, and reward activities relating 
to literacy, TTiose activities are often functional and 
related to real life situations, such as cooperative 
preparation of shopping lists by parents and chil- 
dren, reading and following recipes, and leaving 
personal notes as a form of communication. Liter- 
acy serves a purpose and is a part of normal home 
functioning. 

From the results of investigations into homes, 
Holdaway ( 1 979) developed a theory of literacy de- 
velopment, part of which maintains that the rich lit- 
eracy environment that characterizes such homes is 
appropriate to school based literacy instruction as 
well. Classrooms are characterized by self regu- 
lated, individualized activities; frequent peer inter- 
action; and an environment rich with literacy 
materials. 

Historically, other theorists and philoso- 
phers have emphasized the importance of the 
physical environment in learning and literacy 
development. Pestalozzi (Rusk& Scotland, 1979) 
and Froebel (1974) described real life environ- 
ments in which young children's learning could 
flourish. Both described the preparation of manipu- 
lative materials that would foster literacy develop- 
ment, Montessori (1965) described a carefully 
prepared classroom environment intended to pro- 
mote independent learning and recommended that 
every material in the environment have its specific 
learning objective or role. The objectives and mate- 
rials she recommended were more highly struc- 
tured than those of Pestalozzi and Froebel, who 
allowed for more natural learning situations in 
which children explored and experimented with 
materials in their environment. 

According to Piaget, children acquire knowl- 
edge by interacting with the uorld or the environ- 
ment (Piaget & Inhelder, 1969), Those who 
interpret his theories into educational practice in- 
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volve children in problem solving situations where 
they can assimilate nav experiences into what th^ 
already know. Learning takes place as the child in- 
teracts with peers and adults in social settings and 
conducive environments (Vygotsky, 1978), Ideal 
settings are oriented to real life situations, and ma- 
terials are chosen to provide opportunities for chil- 
dren to explore and experiment, Dewey (1966) 
probably would have agreed with the educational 
settings provided by Ptagetians, But, in addition, 
Dewey believed that learning was best when it was 
interdisciplinary. In other words* learning takes 
place through the integration of content area. He 
believed that storing materials in subject area learn- 
ing centers encouraged interest and learning. 

Based on the discussion Just outlined, any 
classroom designed to provide a rich literacy envi- 
ronment and optimum literacy development will of- 
fer an abundant supply of materials for reading, 
writing, and oral language. These materials will be 
housed in a literacy center. Literacy development 
will be integrated with content area teaching and re- 
flected in materials provided in content area learn- 
ing centers. Materials and settings throughout the 
classroom will be designed to emulate real life ex- 
periences and make literacy meaningful to chil- 
dren. They will be based on backgrounds and 
information children already possess, and will be 
functional so that children can see a need and pur- 
pose for using literacy skills. 

This chapter is devoted to a discussion of the 
classroom physical environment. However, al- 
though we can describe the optimal environment, 
in practice we cannot separate the teacher from the 
environment. While instruction is supported by the 
environment, a successful classroom cannot func- 
tion without a competent teacher. Good teachers 
are the single most important factor in a successful 
Classroom environment. 



Preparing a Rich 

Literacy En\ironment 

The program that nourishes emergent literacy 
requires a literacy rich environment, an interdisci- 
plinary approach, and recognition of individual dif- 
ferences and levels of development. Although there 
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is no single way to effectively arrange a classroom, 
one plan is suggested here as a guide. Teachers are 
encouraged to arrange their rooms to suit their 
needs and personal preferences, as well as those of 
their children. 

Classrooms can be arranged in centers with 
sections dedicated to particular activities or content 
areas, such as social studies, science, math, art, 
music, dramatic play, block play, and literacy. Cen- 
ters contain general materials pertinent to the con- 
tent area and materials specific to topics currently 
under study. Resources are devoted to the content 
area but are designed to develop literacy as well. 
The materials are usually manipulative and activity 
oriented, and are designed so children can use them 
independently or in small groups. 

Centers are separated by furniture that houses 
their materials and serves as a partition. Center ma- 
terials can be stored on tables, on shelves, or in 
boxes. Centers often include bulletin boards. Areas 
are accessible and labeled. Each piece of equip- 
ment in a center should ha^^e its own designated 
spot so that teachers can direct children to specific 
items, and children can find and return them easily. 
Early in a school year, a center need hold only a 
small number of items, with new materials added 
gradually as the year progresses. Before new items 
are placed in centers, they should be introduced by 
the teacher as to their purpose, use, and placement 
(Montessori, 1965), 

The room is designed so that the teacher can 
hold large group instruction when the children are 
sitting at their desks or tables, or sitting on the floor 
in the Library Comer or the Music Center, both of 
which are likely to be large enough for the entire 
class to meet together. The Teacher Conference Ta- 
ble provides space for small group and individual- 
ized instruction, necessary especially for 
interaction guided by an aduh and for skill develop- 
ment. The conference table is placed in a quiet area 
of the room to facilitate the instruction that occurs 
around it, but it is situated so the teacher can see 
the rest of the room where children are working in- 
dependently, Tf\c various centers offer settings for 
independent self directed learning. 

As you will note on the classroom floor plan, 
the centers have been positioned so that areas 
where quiet work is typical {Literacy Center, Math 
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The library comer is a cozy place where chil- 
dren can relax and read, leaning on soft pillow s, 
sitting on a rug, and huggiiig stuffed animak. 



Center, Social Studies, Science) arc away from typ- 
ically noisy, more active centers (Dramatic Play, 
Blocks, Art). 



The Literacy Center 

The Literacy Center, which includes the li- 
brary comer, writing area, oral language area, and 
additional language arts materials, is the focal point 
in the room (Stauffer, 1970). It occupies a portion 
of the classroom that is immediately visible upon 
entering. It is visually attractive and physically ac- 
cessible (Morrow, 1983)* Placement and size of 
materials, shelves, chairs, and tables are appropri- 
ate for young children, and all posters are at chil- 
dren's ^e level. The effort of creating an inviting 
atmosphere for a classroom library comer or liter- 
acy center is rewarded by the increased interest of 
children in participating in the activities offered 
there (Huck, 1976). The literacy center can occupy 
about one-third of the wall space on one side of a 
room, thus dramatizing to the children that the use 
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of reading, writing, and oral language is a valued 
and important part of the classroom. The materials 
range in difficulty to meet individual needs and dif- 
ferent developmental levels. Each set of materials 
has its own place, is respected, and is designed for 
independent use. 

The Library Comer represents and supports 
the notion that concepts about books and print are 
acquired when children are exposed to printed ma- 
terials and given time to explore and experiment 
with them, A classroom library comer is essential 
if children are to enjoy immediate access to litera- 
ture (Beckman, 1972), Bissett (1969) found that 
children in classrooms with their own collections rS 
literature read and looked at books 50 percent more 
often than children whose classrooms housed no 
such collections. 

It has been found that well designed classroom 
library comers significantly increased the number 
of children who chose to participate in literary ac- 
tivities during free choice times (Morrow, 1987; 
Morrow & \\feinstein, 1982, 1986), Observations 
in nursery schools and kindergartens have identi- 
fied specific design characteristics of library cor- 
ners that correlated with children's use of those 
comers. Conversely, it has been found that during 
free choice periods, children did not use poorly de- 
signed library corners. The research evidence 
clearly shows that physical features of a classroom 
library comer are important if children are to be 
induced to use it voluntarily (Rosenthal, 1973; 
Shure, 1963), 

While the library comer should be immedi- 
ately visible and inviting to anyone entering the 
classroom, it also needs to afford privacy and phys- 
ical definition for its users. It can be partitioned on 
two or three sides with bookshelves, file cabinets, 
or free stainiing bulletin boards. Its dimensions de- 
pend on the size of the classroom. Generally, it 
should be large enough to accommodate five or six 
children comfortably. 

Well designed library corners provide two 
kinds of bookshelves. The first houses the bulk of 
the collection, and its books are shelved with spines 
facing outward. The second is open faced to display 
book covers, an important technique for calling at- 
tention and providing easy access to special books. 
Featured books are changed regularly. An altema* 
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tive type of display shelving is the circular wire 
rack, commonly found in bookstores. 

Books in the classroom collection should be 
shelved by category and color coded by type. The 
spines of all books on winter, for example, might 
be identified with blue circle stickers. The books 
might then be clustered on a shelf labeled Winter, 
with a blue sticker next to the label. Green stickers 
might distinguish books about plants. Color coding 
introduces children to the idea that books in li- 
braries are organized by a system that makes them 
readily accessible. 

Because much of the activity in a library cor- 
ner takes place on the floor, it should be fumished 
with a throw rug and pillows or bean bag chairs, 
although it should silso include a small table and 
chairs where children can use headsets to listen to 
taped stories or make their own books, A rocking 
chair allows comfortable reading, and a private 
"cozy'' spot for reading can be made from an over- 
sized carton that has been painted or covered with 
contact paper. 

Attractive posters that encourage reading are 
available from both the Children's Book Council 
(67 Irving Place, New York, NY 10003) and the 
American Library Association (50 East Huron 
Street, Chicago, IL 60611). Stuffed animals also 
belong in a library comer, especially if th^ are re* 
lated to available books. A stuffed teddy bear, for 
instance, might be placed next to a copy of Bedtime 
for Francis (Hoban, 1960) and other books in the 
Francis series, which tell about a femily of bears. 
Children enjoy reading to stuffed animals or simply 
holding them as they look at books, A feltboard 
with story characters from favorite books is often 
heavily used in a library comer, as are roll movies. 
Viewing machines with story wheels are a source 
of literature for young children, and puppets help 
children act out stories. The comer should also in- 
clude materials from which children can act out 
stories and can make their own books, felt stories, 
and roll movies, 

Huck (1976) recommends five to eight books 
per child in a classroom library. Books are not dif- 
ficult to accumulate, Th^ can be purchased inex- 
pensively at flea markets. In addition, many public 
libraries will lend teachers as many as twenty 
books a month. Parents sometimes donate books or 
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sponsor fund raising events for book purchases. 
Children *s paperback book clubs offer inexpensive 
books and free bonus books for bulk purchases. 
Especially if they are not current, children *s maga- 
zines and newspapers are often available to schools 
from publishers and local distributors for the cost 
of mailing and shipping if they are indeed not 
donated. 

Children should be involved in planning, de- 
signing, and managing a library comer. They can 
help develop rules for its use, keep it neat, and se- 
lect a name for it, such as "Book Nook" To ensure 
continued interest in the library comer, new books 
and materials must be introduced periodically and 
others recirculated^ Approximately twenty-five 
new books should be introduced every two weeks, 
replacing twenty-five that have been there for a 
while. With recirculation, **old" books are greeted 
as new friends a few months later. 

Students should be encouraged to borrow 
books fron: »he library comer to take home for a 
week. A simple checkout system should be used. 
At specified times during the school day, for in- 
stance, children might bring books they have se- 
lected to the teacher, who notes the date, borrower's 
name, and book title. With training, children as 
young as kindergarten age can leam to check out 
books themselves by copying tides and recording 
dates on cards filed under their own names. Young- 
sters also can record on 3"x5" cards titles and 
dates for books they read^ The cards can be secured 
by loose leaf rings hung on curtain rod hooks 
mounted on a bulletin board, one ring perchild^ 

Books and materials selected for the library 
comer should appeal to a variety of interests and 
represent a range in grade levels, ideally with mul- 
tiple copies of the more popular books. Children 
often like to read a particular bcx)k at the same time 
or because friends are reading it. Several types of 
children's literature should be represented at each 
reading level, including picture concept books, 
fairy tales, nursery rhymes, picture storybooks, 
realistic literature, easy to read books, fables, 
folktales, informational books, biographies, news- 
papers, magazines* and poetry (CuUinan, this vol- 
ume; Morrow, 1985). 

The Writing Center, also part of the Literacy 
Center, should include a table and chairs, as well as 



colored feh tipped marking pens, crayons, pencils 
(both regular and colored)* paper, chalk, and a 
chalkboard. While various sizes and types of paper 
should be available, most should be unlined white 
paper or newsprint ranging in size from SVz" x 1 1 " 
to 24" X36". Index cards, used to record children*s 
Very Own Words, should be available in the writ- 
ing area, and the children*s collections of Very Own 
Words should be stored there. Writing folders, one 
for each child, are used to collect writing output 
over the course of the school year If available, a 
typewriter adds to the center*s usefulness, as does a 
word processor. 

Materials for making books are a must, includ- 
ing paper, hole punch, stapler, and construction pa- 
per for covers. Blank books prepared by the 
teacher* especially ones k^ed to special occasions, 
invite children to fill in written messages and sto- 
ries. A regular inventory of pictures, posters, mag- 
azines, and newspapers can stimulate and provide 
decoration and illustration of children*s writing. 
Children's literature in the classroom collection 
also can stimulate writing activities and ideas. If 
the teacher is not immediately available to take dic- 
tation from those children who choose to dictate 
stories, a tape recorder serves as an excellent tool. 
The dictated story can be transcribed later. 

Displaying children's writing requires a bulle- 
tin board, but equally valuable are Message or No- 
tice Boards used to exchange messages among 
members of the class and with the teacher. Teachers 
find the Message Board hv^lpful in r-^.nding mes- 
sages to individual children as well as in posting 
important information for the entire class. Mail- 
boxes* stationery, envelopes, and stamps for young- 
sters' incoming and outgoing mail may be placed in 
the writing center if a pen pal program is underway 
(Monow. 1989). 

Oral Language activities also are encouraged 
and supported by materials within the Literacy 
Center Puppets, flannel boards, pictures, chil- 
dren's literature, and a tape recorder all stimulate 
the use of oral language. Children use these materi- 
als to retell stories or create new stories (Morrow* 
198 1). Stimulated by activities and units of study in 
the content areas, children can orally share home or 
school experiences with the entire class or, during 
free choice time, with individual friends or small 
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Puppets will encouraS^ children to tell stories and create their own. 

From L.M, Morrow* Literacy Development in the Early Years: Helping Children Read and Wrire. Prenlicc Hall, 1989. Used wiih permission. 



groups in dramatic play areas, block comers, and 
outdoors. These activities aid vocabulary develop- 
ment as well as oral language skills. 

Other materials should be available in the Lit- 
eracy Center to help youngsters develop additional 
language arts skills. An alphabet chart in easy view 
helps children identify and shape letters th^ may 
need while writing. Tactile plastic, magnetic, 
wooden, and felt letters are useful language arts 
manipulatives that help children develop motor 
dexterity for the act of writing and aid them in letter 
recognition and formation. Other manipulative ma- 
terials teach rhyme and sound-symbol associations 
for consonants, vowels, and digraphs. Real life ob- 
jects also should be included-materials that use 
the senses and represent letters of the alphabet and 
the sounds of consonants^ vowels, and digraphs. 
For example, a box supporting the letter P might 
include a peanut to taste, /jerfume to smell, a pow- 
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der/?uff to touch, a /picture to look at, and a tiny toy 
piano to play. 

Time should be set aside for children to use the 
literacy center during the school day. The teacher 
must introduce the materials by featuring them in 
lessons and then gradually adding them to the cen- 
ter. In one observation during a recreational read- 
ing period when children were using the center 
materials, there were children reading as th^ re- 
laxed on soft pillows, some with stuffed animals 
clutched under their arms. One child read to an- 
other snuggled in the box called the "private spot,*' 
Two children used a felt board to tell a story-one 
manipulated the felt characters as the other read the 
book, A group listened to a taped story of The Little 
Red Hen (Galdone, 1975) on headsets. They fol- 
lowed the words in the book as they listened- Since 
the tape was audible only to the children with the 
headsets, it was amusing to suddenly hear them 
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chanting along at the part in the story when the ani- 
mals say^^Notir 

Two other children were writing letters to their 
pen pals, a few were checking out books to take 
home, and others were comparing the number of 
books they had read. One youngster was pretending 
to be the teacher and read a story to a group. An- 
other child asked to have a turn at being the teacher 

At the beginning of the period, the teacher 
made sure the children were involved. First she 
read to a small group of children who asked to hear 
a story. Then she observed a few youngsters acting 
out The Little Red Hen with finger puppets. After 
that, she sat down with a novel and read, modeling 
her own interest in books. The room was generally 
quiet, but one could hear the buzz of activity. The 
children were learning in an environment rich with 
literacy materials* 

Creating Classroom EnWroiimental 
Print to Promote Literaey 

Goodman (1984) found in a study of pre- 
schoolers that they already knew many of the things 
needed in order to read* They knew the difference 
between letters and pictures in books and were 
aware of environmental print in familiar contexts. 
They were able to read road signs^ fest food restau- 
rant names, and familiar labels on food cans and 
boxes* This finding suggests that first words can be 
read quite naturally if the environment is filled with 
print that is used regularly for ftinctional purposes* 

The classroom can be given its own environ* 
mental print to encourage and create a usefulness 
for reading and writing. Objects can be labeled, 
such as content area centers and children's cubbies. 
Labels and printed signs also can communicate 
what is expected of children in carrying out class* 
room tasks— charts that list daily routines, helper 
charts to indicate job responsibilities, daily attend* 
ance charts, center charts indicating which children 
are to use which centers and when, written assign- 
ments on a board for independent work, and a spe- 
cial news bulletin board to cover exciting events in 
the classroom, in the lives of individual children, or 
in the worid. A calendar and a thermometer for the 
room also require reading. 



New words generated in units of instruction 
should be listed on experience charts that are then 
hung for reading or copying. Similar treatment can 
be given to experience chart stories created by the 
class, whether the experience is performing an ex- 
periment in the science center or using a recipe in a 
cooking lesson. Include illustrations next to words 
whenever possible to help children not yet able to 
read* The routine of using environmental print in 
the classroom eventually enables children to read 
some of it* 



Integrating Literaey 
into the Content Areas 

Reading, writing, and oral language materials 
and activities are easily incorporated into subject 
area teaching, enabling the content areas also to 
provide a source for literacy learning* The creator 
of environmental designs for the classroom must be 
aware of the importance of integrating literacy into 
these content areas. Literacy becomes purposeful 
and takes on additional importance when it is inte* 
grated with other subjects rather than separately as 
a content area unto itself (Dewey, 1966)* 

The Literacy Center just outlined incorporates 
materials that stimulate writing, reading, and oral 
language* Materials also can be selected to create 
the same effect in the other content area centers 
throughout the classroom* Each new unit of study 
can bring new materials into all centers to enhance 
literacy development* For instance, assume that the 
topic of study is Animals, including those found in 
zoos, jungles, forests, farms, and as pets. The 
teacher ^dds the following items to existing centers* 

Science Center During the study of Animals, 
one teacher borrowed a setting hen whose eggs 
were ready to hatch. The class discussed the care of 
the hen. They started an experience chart when the 
hen arrived and added to it daily, recording the 
hen's behavior and the hatching of the eggs. They 
listed new vocabulary words on a wall chart and 
placed books about hens in the science area* Chil- 
dren kept diaries of events surrounding the hen. 
There were cards in the center for children to re- 
cord new Very Own W^rds relating to the hen. 

Social Studies Center Children can learn 
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Experiences with science materials lead to new 
discoveries and provide the opportunity to learn 
new words. 

From L.M. Morrow, Literacy Development in the Early Years: 
Helping Children Ji^od and Write. Prentice HaN, 1989. Used ^\iU 



The opportunity to participate in dramatic play 
will stimulate language from real life. 

From L.M. Morrow, Literacy Development in the Early Years: 
Helping Children Read and Write. Prentice HaJl. 1989. Used with 
permission. 



about animals specific to particular countries^ such 
as the panda bear in China and the kangaroo in 
Australia. Pictures of these animals are placed in 
the center and labeled with names and countries, A 
map highlighting the appropriate part of the world 
is placed near each animal's picture* Books about 
the specific animals are available in the center, as 
are paper and writing tools children can use to 
make books about animals from other lands. 

Art Center Given the topic of Animals, chil- 
dren can first make dough by following a printed 
recipe on an experience chart. Then each -hild can 
use the dough to create a real or imaginary animal 
for a pretend zoo, which is set up in the block area. 
Each piece of work is labeled to identify the animal 
by type and name, and to identify the child who 
created it. 

Music Center During the Animal unit, the 
teacher uses songs about animals. To promote liter- 
acy, the words to new songs are written on chart 



paper and displayed in the area, encouraging chil- 
dren to read or cofy the words. The teacher also 
can place animal song books or song sheets in the 
center 

Math Center During the Animal unit, place in 
the center counting books that feature animals, 
such as One* Two Three: An Animal Counting Book 
(Brown, 1976) or One, Two. Three to the Zoo 
(Carle, 1968). Include magazines containing ani- 
mal pictures so children can create their own num- 
ber books using pictures of animals as the counting 
items for each numeral. 

Dramatic Play. During the Animal unit, one 
teacher set up her dramatic play area as a veterinar- 
ian's office. There was a waiting room supplied 
with books and magazines about animals > as well 
as pamphlets about pet care and pet posters labeled 
with animals' names hanging on the walls. Other 
materials included an appointment book and ap- 
pointment cards for pels and their owners. Signs 
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included "No Smoking'' and ''Doctor's Hours/' Pa- 
tient information forms are filed in individual's pa- 
tients' folders. There was a prescription pad, and 
stuffed animals served as patients* White jackets 
and toy medical equipment were available for doc- 
tors and nurses. 

Blocks. As with the dramatic play center, the 
block center can change in character with each unit 
of study. For the Animal unit, the block area can 
become a zoo, housing animal figures, stuffed ani- 
mals, and animals created by children in the art 
center Children can build block cages and make la- 
bels for each animal and section of the zoo. Signs 
can include **Petting Zoo^ "Bird House" **Pony 
Ridesr "Don't Feed the Animals^ and "Don't Touch 
Us, We Bite^ There are admissions tickets and play 
money to purchase tickets, souvenirs, and animal 
food. The block area can include books and posters 
about zoo animals. 

Conclusions 

Teachers who have experienced school settings 
that include Literacy Centers with carefully de* 
signed Library Comers and Writing Centers sup- 
port the value of a rich literacy environment 
through their reactions and comments, 

"I never thought I would have enough space in 
my classroom for the Literacy Center, I was sur- 
prised that so many materials could fit into such a 
small area," 

*The library comer and writing center became 
a place where children of all reading and writing 
abilities mingled.,,, This social context seemed to 
provide an atmosphere for ccx)perative learning. 
The children looked forward to their time there 
each day," 

"Children participated in the Literacy Center 
quite naturally and with enthusiasm. Children read 
more, wrote more, and took more books home 
from school than any group of youngsters I had in 
my classroom before* I think it's because the mate- 
rials were so attractive and accessible. It suddenly 
dawned on me that while children had the opportu- 
nity to use the centers, th^ were praaicing skills 
I'd been teaching them during direct instruction" 
(Morrow, 1987), 

These next comments are those of children 
who have used Literacy Centers, 
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"Library Comers are nice in your classroom 
with pillows and lots of good books; it's cozy there, 
too. You get to read a lot when there is a library in 
your classroom. Tm reading so much that I get to 
praaice reading, which will make me get better at 
it," 

"You can choose the books you want to read. 
You can read short books if you want. You also get 
to read with your friends and you get to take books 
home. The things in the literacy center are ftjn. It 
makes you want to read and write and like to read, 
too" (Morrow, 1987). 

The classrooms that generated those comments 
were rich in their literacy environment; literacy 
was honored > was cultivatedt and thrived in them. 

Studies and theoretical implications for class* 
room practice indicate that preparing a classroom 
for optimum literacy development should include 
concerted attention to environmental planning — 
allocation and design of spacer selection of materi* 
als, and placement of those materials. Teachers no 
longer can think of themselves as just planners of 
strategies for instruction. Like an architect, the 
teacher must design a leaming environment tikat 
supports specific instructional strategies (Loughlin, 
1977), 

The rich literacy environment described here 
allows for adult guidance and social interaction 
with peers. The ^cility underscores the concur- 
rent, integrated nature of leaming and using oral 
language, reading, and writing. The room is de- 
signed to promote ftjnctional literacy through real 
life experiences that are meaningfiil and interesting 
to the child. It provides for the integration of liter- 
acy and content areas to add enthusiasm, motiva- 
tion, and meaning. It provides space for personal 
growth through direct instruaion in small group 
and individual learning settings. It also provides 
ample space for children to leam independently 
and with peers through manipulation, exploration, 
and play. 

The room is designed to help children associ- 
ate literacy with enjoyment. With its appealing 
physical design, interesting activities, aiKl the guid- 
ance of a competent teacher, the school environ- 
ment described will help children develop literacy 
through pleasurable, positive^ and successftil expe- 
riences, thus ensuring a lifelong desire to refine and 
use literacy skills. 

Morrow 
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You Can Use 

Creating an Art Gallery to Promote Literacy 

1^ Collect and hang prints of paintings by famous artists. Label the paintings with 
the name of the artist and the title of the work. Be sure to hang the prints at the childrens 
eye level. 

2. Discuss the artists and their work. Then read the titles of their paintings and their 
names. Include in the center books of artwork from these and other artists. 

3. Provide artists' materials such as a palette, smock, easel, paints, chalki crayons, 
magic markers, glue, and construction paper. Label each item and store each in its own 
container. Encourage children to do artwork, to title it^ and to sign it. Provide a place in 
the gallery to display their creations. 

4. Provide tags for the young artists to price their worki and provide order formSi 
receiptSi and a cash register for them to sell their work. 

5. Post a sign listing the name of the gallery (chosen by the children) and the gallery 
hours. 

6. Provide 3" x 5" cards for \fery Own Words when children want to copy new 
word relating to the art gallery, such as palette, easel, artist, and collage. 

Cynthia VciCTS 
KindeflgaTtcn Teacher 
BcUcviUc. New Jcrs<;y 
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You Can Use 

Creating a Bakery to Promote Literacy 

A bakery is set up in the Dramatic Play area in coordination with a unit on Community 
Helpers. 

1 * Materials included are a baker's hat, an apron, cookie cutterSi a rolling pin. mix- 
ing bowls, measuring cups, spoons, trays, and boxes with labels for baked goods such as 
cookies, cakes, pies, and rolls. 

2. Some classioom recipes that already have t>een made are hung in the center, and a 
file box with old recipes and blank cards for new recipes is available, along with pens 
and pencils. Cookbooks with recipes for baking also will be stored in the area. 

3. For the purpose of buying and selling baked goods, there is an order pad, a cash 
register, receipts for purchases, number tickets for standing in line to be waited on, and 
name tags for the baker and salespersons. 

4. Post a sign listing the name of the bakery (chosen by the students) and store hours. 

5. Blank word cards are available for children to copy words they might like to have 
for their \fery Own Word collection that relate to the bakery, such as cookies, cakes, pies, 
and rolls. 

6. Baked goods actually will be made and sold in the classroom. 

Joyc<; Capon igTD 
Kirxlcrganen Teacher 
Livingston, Hew Jersey 
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CnAl>TER ELEVEN 



A Model for Change: 
Framework for an 
Emergent Literacy Curriculum 

Dorothy S. Strieklnnd 



A curricular framework is presented for use in 
prekindergarten through early primary 
grades. The framework brings together and 
applies the research findings on young chil- 
drens language and literacy in a manner that 
is manageable and efficient, yet flexible 
enough to be adapted to local needs. 



i^ly li)^^ what Fve been hearing about the 
I new emergent reading. I love it when the 
A children write, too^ I just can*t seem to put 

it all together, though. 1 And planning for it hard. 1 

need some kind of structure." 

"My reading supervisor says it's all right to do 
these emergent literacy things, as long as I meet the 
district objectives. In other words, iV^ fine to give 
the kids a holistic program, but I have to show what 
skills Fm developing. I need some help with this." 

"I'm afraid that my story time has been ne* 
glected. There's simply not enough time to do that 
and teach reading, too^"" 

The preceding comments probably will sound 
familiar to anyone teaching or working with teach- 
ers implementing early literacy programs. It was 
comments such as these that led to the Core Experi* 
ence Curriculum presented here* 

This chapter describes a curriculum model that 
grew out of a study designed to bring current re- 
search and theoretical perspectives together with 
what kindergarten teachers believe to be essential 
to an effective early childhood literacy program. 
We were interested in how kindergarten teachers 
were meeting current demands for more formalized 
academic programs. What we learned from the 
teachers and their classrooms was analyzed in 
terms of the related research and literature on 
teaching and learning in early childhood settings. 
Particular attention was given to work reflecting an 
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emergent literacy perspective. Our purpose was to 
mesh the wisdom of gpod practice with that of re- 
spected theorists and researchers in order to deter- 
mine what an optimum kindergarten program, 
focusing on language and literacy development, 
should be. 

Phase one of the research consisted of an inten- 
sive investigation into the classrooms of kindergar- 
ten teachers across urban, suburban, and rural 
settings. Classroom observations were followed by 
extensive teacher interviews. In addition, many 
teachers were surveyed by questionnaires and 
through small focus group sessions to determine 
their ideas about reading and writing in the kinder- 
garten. Phase two involved a curriculum research 
and development project in which some of the 
teachers involved in the initial investigation worked 
with the researchers to apply and refine curricular 
strategies based on what we had learned. 

While the actual research is reported elsewhere 
(Strickland & Ogle, in press), the implications for 
practice and the resulting curriculum model are 
shared here. The model is not a commercially pre- 
pared program. Rather, it is a framework to be used 
by early childhood teachers and curriculum spe- 
cialists to help them organize effective learning en- 
vironments. Based on a set of core experiences, 
which are offered to children on a daily basis, it is 
presented as a structure for bringing together the 
many good ideas in this book. Meant to be used as 
a dynamic and malleable tool, it should be adjusted 
to suit the individual, ever-changing situations 
found in each community and classroom in which it 
is implemented. 

Research Foundations 

As stated, the curricular framework presented 
here is based on current research and theoretical 
perspectives on children's language and literacy de- 
velopment and on extensive collaborative work 
with many classroom teachers to determine what 
they think a good literacy program for young chil- 
dren should be. From these sources^ the following 
principles emerged to guide our thinking. An effec- 
tive eariy childhood literacy program will: 

1, Reflect current research and theory on how 



children learn, how they learn language in particu- 
lar, and what is known about effective teaching, 

2, Capitalize on children's natural interests and 
curiosity by integrating the teaching of language 
processes (listening, speaking, reading, and writ- 
ing) with instruction in content areas such as social 
studies and science, 

3, Allow teachers to tie curricular experiences 
to district objectives, yet emphasize development of 
skill rather than specific skills, 

4, Facilitate planning by providing a predicta- 
ble framework within which varied content, group- 
ing, and organizational patterns may fit easily* 

5, Include methods for systematic, formative 
evaluation. 



Philosophical Framework 

The Core Experience Curriculum is a compre- 
hensive curriculum of instruction that may be used 
in prekindergarten, kindergarten, and first grade. 
Its primary focus is on the development of language 
and thinking in conjunction with the social and 
physical sciences. The model is based on the belief 
that children, like adults, are driven to learn lan- 
guage, not for its own sake, but because of their 
natural curiosity about the world, Th^ want to 
learn about their world and communicate about it. 
Therefore, children are helped to listen, speak, 
read, write, and think as they explore and increase 
their knowledge about content of interest and im- 
portance to them. The content serves as a unifying 
interest through which a series of shared events co- 
here the group into a community of learners not un- 
like the community of learners in the home 
(Strickland & Taylor, this volume). 

The Core Experience Curriculum pays atten- 
tion to the skills and objectives that early childhood 
teachers feel are important to language and literacy 
development; however, these objectives are not 
treated as discrete entities (Schickedanz, this vol- 
ume). They are developed in an integrated, holistic 
manner through content themes identified as appro- 
priate by the teachers using the model. The themes 
may be designated by the teacher, the district cur- 
riculum guide, or things that develop naturally out 
of everyday explorations of the group. Themes 
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Figure 1 

Core Experiences and Their Characteristics 
Depicts Key Components of the Curriculum and 
How They Fit Together 



Inquiry Activities 
First hand experience 
Discussion 
Probleni solving 



Sharing 
Oral presentation 
Audience Response 



CONTENT 
-THEME - 



Reading Aloud and Response 
Listening and responding 

to literature 
Participation during reading 




Shared Writing and Reading 

Chart development 
Text analysis 
rA Group reading/rereading 






Independent Writing 

> Drawing/writing 
Personal conferences 
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Self selection 
Reading and reading- 
like behavior 
Personal conferences 
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such as *The Five Senses^ "My Community" and 
**Dinosaurs'' act as the content through which listen- 
ing, speaking, reading, writing, and thinking are 
developed. 

A print rich classroom environment is funda- 
mental to the successful implementation of the pro- 
gram (Morrow, this voiunie). Meaningful labels, 
signs, and captions that function as information to 
be used and responded to are required. The inci- 
dental learning that resuhs from an environment 
that invites children to write, read, and talk is con- 
sidered every bit as important and receives equal 
attention as the core experiences themselves. A 
strong literature base is another hallmark of the 
model (CuUinan, this volume). In addition to daily 



read aloud periods in which children frequently act 
as participants during the reading and engage in 
varied modes of response, independent experiences 
with literature also are provided. Theme topics are 
explored through literature as well as through di- 
rect, hands on inquiry. 

Figure 1 is a graphic representation of the k^ 
components of the curriculum and how th^ fit to- 
gether. Each is described in greater detail. 

The Core Experiences 

This child centered curriculum model is based 
on a set of core experiences that are made available 
to every child every day These core experiences in- 
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elude inquiry activities, shared reading and writ- 
ings independent reading, independent writing, 
listening and participating in read aloud sessions, 
and sharing. 

Inquiry Activities 

Inquiry activities allow children to explore 
concrete phenomena and ideas central to the con- 
tent area theme. Children engage in thinking (par- 
ticularly problem solving) and talking as they 
manipulate ideas and materials to develop under- 
standings about the content being discussed. 

Inquiry activities generally take place early in 
the day during circle time* Most often they involve 
the whole group. They range in time from fifteen to 
twenty minutes, depending on the developmental 
levels of the children. Although the content of in- 
quiry is focused on the physical and social sci- 
ences, the methods of inquiry include an array of 
thinking operations. These include both basic con- 
cepts and higher order thinking associated with lan- 
guage and niathematics. 

Good catalysts for inquiry include any one or 
any combination of the following: 

1. Questioning, posing a problem to be solved. 
(We have been talking about the pretty flowers that 
are beginning to blossom in our neighborhood. 
What do we need to do to plant some flowers of our 
own?) 

2. Displaying related objects. (Here are several 
leaves that I have gathered from the schoolyard. 
How can we learn more about them?) 

3* Demonstrating. (Today, Fm going to show 
you what happens when certain colors are mixed 
together. Perhaps you can make a good guess.) At 
times, a picture book might be used in conjunction 
with these activities; however, emphasis is placed 
on active participation and talk. 

Varied means are used to stimulate children to 
talk as the teacher models and encourages the use 
of vocabulary related to the thence. N&ried uses of 
language are encouraged (Glazer, this volume). 
Children describe, label, and explain as they ex- 
change language with others* Opportunities to de- 
velop thinking processes are capitalized upon 
whenever they emerge* Observing through all the 
senses, hypothesizing, making predictions, se- 
quencing, interpreting, comparing and contrasting. 



classifying, determining cause and effect, and ex- 
ploring concepts related to time, space, and quan- 
tity are some of the generic thinking processes that 
naturally evolve when children solve problems and 
explore ideas related to the topic under study 

Inquiry activities always end with an attempt 
by the teacher to help children summarize the ideas 
they have explored* This discussion may be stimu- 
lated by a simple question such as **\\Tiat did we 
learn today?** In this way, children form the habit of 
reflecting on their own learning* Teachers also are 
encouraged to use this time reflectively, since it of- 
fers an opportunity to uncover problems and possi- 
bilities for ftirther planning* 

Shared Writing and Reading 

During shared writing and reading, the me- 
dium of print is used to reformulate and extend 
ideas explored through the inquiry aaivities. Since 
shared writing and reading generally foUow inquiry 
activities, they allow children to move directly from 
the concrete to the abstract* First they think, talk, 
and act on their ideas. Then they reformulate their 
ideas through print. Most often, the shared writing 
and reading center on a chart created by the teacher 
and group together; however, it may make use of 
some other enlarged text such as a big book or a 
related poem or chant prepared by the teacher in 
advance. The same texts may be used over several 
days in conjunction with a series of related inquiry 
activities. A chart may be augmented or changed^ 
or it may simply be reread and enjoyed as a follow 
up to inquiry. Shared writing and reading activities 
range from ten to twenty minutes, depending upon 
the developmental levels of the group. 

Chart produciion may take a variety of forms. 
Teachers may use "line a chiW charts in which 
each child makes an individual contribution. In this 
case, the teacher writes down each contribution fol- 
lowed by the child's name. Some charts take a nar- 
rative form in which children may retell what they 
learned or describe an event. Sometimes lists of 
items may form a chart. One cl studying ani- 
mals decided to list those that weu. living and those 
that were not. Of course, Mickey Mouse and Jon's 
stuffed teddy bear appeared on the same list* 

The teacher*s role during chart production is 
that of fecilitator and scribe. The children are en- 
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couraged to use ideas and language relevant to the 
theme topic and inquiry activities. Finally, the chil- 
dren ate encouraged to join in as the completed 
chart is read aloud by the teacher 

A second feature of shared writing and reading 
is text amtysis. Here, children move from partici- 
pating in the construction and reading of a whole 
text to the analysis of its parts. They look for dis- 
tinctive features such as letters and words they rec- 
ognize, words and letters that are repeated, 
punctuation marks, and any other features that in- 
terest them. The teacher follows the children s lead 
as they point out features that interest them. 

Every opportunity is used to help children 
make connections, see likenesses and differences, 
and draw inclusions about what they are discus- 
sing. For example, in one class a youngster named 
j^t was very pleased to point out that her name was 
included on the chart. When the teacher asked her 
to find it, she proudly pointed to the word "Putf 
which served as the beginning of one of the senten- 
ces. The teacher wisely praised the child for being 
such a good observer. She then wrote Pat*s name on 
a card and helped her compare the two words. Pat*s 
ability to discover the difference between the two 
was seen as even further evidence of her growing 
abilities in reading. 

Every attempt by the children to scrutinize text 
and to talk about it is viewed as an important ac- 
complishment in their growing awareness and un- 
derstanding of print. The primary focus is on 
helping children discover and strengthen their per- 
sonal understandings about the reading process. 
Teachers may introduce or reinforce concepts of 
their choice when appropriate, however, and may 
use this time to informally observe and monitor 
children*s development of selected aspeas of read- 
ing. 

Shared writing and reading concludes with the 
group returning to reconsider the entire text as they 
follow the teacher's rereading once again. Thus, the 
children have moved from the whole to the parts 
and back to the whole. 

Figure 2 shows a chart that was constructed in 
a kindergarten classroom involved in an explora- 
tion of the five senses. On the day the chart was 
made, the children popped popcorn. They dis- 
cussed the various sounds associated with the pop- 



Figure 2 

Chart Generated During Unit on Five Senses 

In bog - Sof+, :sUuj Sou^d, 

Oh harJ, -Paaf sound. 

On +U fir^ - P^PPi'^a 
In *>.ou^-- OruncK^, Crunc*!/ ^^^^^ 

Rpcorn , Popcorn 



corn — in the bag prior to popping, over the fire 
during the popping, and in llieir mouths after the 
popping. The resuhing chart turned out to be a po- 
etic retelling* 

Later, during independent writing, several of 
the children decided to draw and write about what 
they had done. One child*s piece included the table, 
the popcorn popper, the hot plate, and the teacher, 
whom she appropriately labeled msta ys (Mr 
Weiu), It is notable that this occurred early in the 
year and that it was a first and very spontaneous 
attempt by this youngster to use writing with her 
drawing. The growing sense that she could commu- 
nicate through writing is evidenced by her com- 
ment, "People need to know who that is,'' 

Independent Writing 

Each day, children are given opportunities to 
express themselves through drawing and writing as 
a communicative process. The writing may occur 
at a writing center set up with a variety of paper 
and writing utensils, or it may be handled as ^ 
whole class activity. 

Teachers who use writing centers generally al* 
low children to take turns in that center, just as they 
would in the block area or the dramatic play area. 
As much as possible, either the teacher, an aide, or 
a volunteer will be on hand to confer with the chil- 
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dien about their writing* Although children are en- 
couraged to use drawing and invented spelling 
(their own approximations or conventional spell- 
ing), some teachers combine this with dictation ac- 
tivities when children request it. Most often, 
however, dictation is used as the basis for reading 
activities. 

The content of children'i writing is varied. It 
frequently grows out of the moming^s theme related 
activities. Thus, for many children, the inquiry ac- 
tivities serve as prewriting. At this level, drawing 
frequently precedes or is highly integrated with the 
writing. In addition to the drawing, children's texts 
will reflect a broad range of development — from 
scribbles and strings of letters that may be inter- 
preted only by the stuc'^'^t to labeling with initial 
consonants, words, and sentences used to extend 
and expand on the pictorial representation (see 
SuUby, Teale, & Kamberelis, this volume). 

When children have finished their writing, 
they are encouraged to complete the composing 
process by asking themselves questions such as **Is 
my drawing or writing just the way I want it to be? 
Do I need to change anything or do anything else? 
Am I satisfied with my work?" In this way, children 
are encouraged to develop the habit of looking back 
and refleaing on what th^ have done and to make 
their own decisions about any revisions and adjust- 
ments they feel are needed. 

Other opportunities for independent writing 
are offered in a more informal and incidental man- 
ner For example, some classrooms have mailboxes 
for every student so that children may write notes 
to one another. In one classroom, a logbook was 
located near the geibils so children could record 
their feeding. 

Independent Reading 

One of the prerequisites of a Core Experience 
Curriculum is an attractive, well stocked classroom 
library. Children need daily access to an abundance 
of storybooks and informational books of all kinds. 
Having at least five books per child is a good goal. 
Time is set aside daily for children to browse 
through books of their choice* Children also may 
opt to use the classroom library during center time. 

Books are displayed at eye level so they are 
easily accessible to the children. Carpeting and 
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comfortable pillows provide an inviting atmosphere 
for children's browsing, page turning, discussion of 
pictures^ and participation in oral recall of text pre- 
viously read aloud by the teacher. Teachers circu- 
late among the children as much as possible 
observing children's reading behaviors and briefly 
conferring with them about their reading* 

In addition to the center based independent 
readings teachen provide time for the entire group 
to selea books for reading alone or sharing with a 
partner or small group. In one class, the daily read 
aloud session was followed by ten nrnutes in which 
children were allowed to select a book from the 
reading comer, find a comfortable place to sit alone 
or with a friend, and enjoy the book. 

Ahhough the children were of^en noisy and 
even exuberant during these sessions, they were de- 
cidedly on task. Youngsters could be overheard ar- 
guing over the correct name of a letter in an 
alphabet book or laughing uproariously over a 
funny picture from a book they had ^joyed earlier 
when the teacher read it aloud. Others might be 
found retelling a picture book story, employing a 
very serious tone and reflecting the style and man- 
nerisms of the teacher The teacher circulated 
among the children, noting the kind and quality of 
the reading and reading like behaviors among 
them. 

Read Aloud and Response 

Time is set aside each day for reading aloud to 
children and allowing them to respond to literature. 
A variety of books are seleaed, many of which 
may be related to the theme being studied* Quality 
fiction and rK)nfiction literature is used. Books with 
enlarged text (big books) and those with predictable 
language are especially valued. 

Teachers structure the read aloud sessions in 
terms of what they might do before, during, and af- 
ter the reading. The strategies they choose are de- 
termined by the developmental level of the group 
and the qualities of the particular book they are 
reading. Following are some examples of read 
aloud strategies that might be employed (see also 
Cullinan and Mason, Peterman, & Kerr, this vol- 
ume). 

Before the reading. The book is introduced or 
reintroduced to the children by giving the title and 
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Vou Can Use 

Class Album 

♦ lUke photographs of pupils engaged in a variety of activities at school, 

♦ Mount pictures on colored paper, two or three to a page* leaving space between the 
pictures to write captions and extra space on the left margin to punch holes. 

♦ Under each picture, write brief sentences abcAit what is depicted. 

♦ Whenever possible, use repetitive language on a page, such as Sam rolls in the snow; 
Ginger jumps in the snow; we play in the snow, 

♦ Laminate ^ch page or cover with plastic, 

♦ Put the pages in a binder and add to them during the year 

♦ Separate as a chapter a group of pictures depicting a particular activity, 

♦ Give the book a title such as "^ur Class Book" or "All Abmit Us " 

♦ Share the book for storytime, just as yew would any storybook, 

♦ Place the book in the library comer for children to read at their leisure. 

Isabel Beaton 
Pro kindergarten Teacher 
P.S. 62 

Ne\v York, New York 



author. Children may be asked to use this informa- 
tion to predict what the story may be about. If ap- 
propriate^ a brief discussion may take place about 
relevant concepts to be encountered. Introductions 
are always kept brief. 

During the reading. Teachers build positive at- 
titudes about reading by showing their own per- 
sonal pleasure and interest prior to and during the 
reading. They read in a lively manner^ displaying 
interest in the story plot and the language. If big 
books are used, teachers may track the print with 
their hand^ a ruler, or a pointer. At times, the 
teacher may pause and ask children what they think 
might happen next. Student questions are acknowl- 
edged and answered. Discussion during the reading 
is encouraged as long as it is focused and does not 
detract from the reading. Participation in the read- 
ing, particularly when stories have a repetitive line 
or refrain^ also js encouraged. 

After the reading. Students talk about the story 
in ways that personalize it for them. They are en- 
Framework for an Bmcrgcnt Literacy Curriculuni 



couraged to ask questions of the teacher and of one 
another. An atmosphere of sharing prevails rather 
than one of the teacher questioning to test compre- 
hension. 

Responding to litemmre. Students respond to 
literature in a variety of ways. These include en- 
gaging in group discussion, pantomiming a story 
reread by the teacher, role playing scenes from a 
story, acting out an entire story, reenacting the 
story with puppets, retelling the story, and inter- 
preting the story through art activities. Responding 
to literature is viewed as a means of reformulating 
or reexperiencing the story using a new modality. It 
is used as a means of strengthening children's un- 
derstanding and appreciation of stories and helping 
them to internalize the structure of stories, 

Sharmg 

Each day, children are given opportunities to 
share their ideas about the content being studied 
and to share relevant experiences that occur during 
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A Web of Activities 

Inquiry Activities 

Plant lirTiabeans> 

observe growth> 

measure 
Open seeds, examine* 

discuss 
Planl garden outside 
Plant seeds in plasiic 

cups with moist towel 
Plant seeds on sponge 
Experiment to sho^ how 

plants get food 
Compare growth of 

differeni seeds 



Read Aloud and Response — 
to Literature 

Vie Uule Red Hen 

Discuss steps to make 

flour, dramatize 
Vie Turnip* Janina^ 
77?^ Great Big Enomious 

Turnip, A- Tolstoy 

Compare versions 

Cook a turnip 

Perform puppet show 
Mushroom in the Rain 

Discuss how rain iielps 

planis grow 



Sharing 

Independently written stories 
Independent reading (best part* 

favorite page^ picture) 
Something I learned about seeds/plants 
Planting experiences at home 



from 
SEEDS 
to 

PLANTS 



Shared Writing/Reading 

List what seeds need to 
grow 

List steps in planting 

process 
Chart plant growth and 

development 
Recipe for vegetable 

soup 

poem **Maytime MagicT 
M. \\^tts 
^.^List responses lo 
The Carrot Seed, 
R, Krauss 

— Independent Writing 

Draw/write stories about 

planting/growing things 
Logs of lima bean growth 
Use Cherries and Cherry Pits. 

V. Williams; share and discuss 

as example of child writer 

Independent Reading 

(Add to book collection) 
77?^ Seed the Squirrel Dropped, H. Hetic: 
Jack and the Bean Tree, G. Haley; Plant- 
ing a Rainbow, L. Ehlert; Growing Vege- 
table Soup, L. Ehlert; Eat the Fruit. Plant 
the Seed. M. E. Sclsam; How a Seed 
Grows. H. Jordan. 



Sample ^b of Activities Based on Core Experience Curriculum 

I>)rorhy E. Bclin 
Mindy Mandei- Warner 
New York> Nlw York 




the day* Independent reading, writing, and drawing 
make good content for sharing. Children's activities 
at the art, block, and dramatic play centers also 
make good material for sharing. Much of the shar- 
ing may actually occur at the centers before clean 
up time. Children may share in individual conver- 
sations with the teacher or in small or large group 
settings. When children share in group settings, at- 
tention should be paid to developing classroom 
guidelines for this activity. These should not be 
presented as a list of rules, but should evolve over 
time as children see the need for some established 
behavior Teachers' own modeling of hew to hold a 
book or piece of writing and talk about it and their 
demonstration of appropriate ways to respond as a 
member of the audience go a long way toward help- 
ing children understand their roles as presenters 
and members of the audience during sharing time. 
The teaching idea relating to seeds and plants 
shews a sample web of activities based on the core 
experiences. 

Oi^nizing the Day 

Organization and management are key con- 
cerns for teachers who attempt to put a holistic lit- 
eracy program in place. Their goal is to offer 
students a comprehensive program in which the 
learning objectives for listening, speaking, reading, 
writing, mathematics, the social and physical sci- 
ences, creative expression, and thinking can be 
cleariy identified and accounted for. Yet these cur- 
ricular objectives must be presented to the students 
in an integrated and meaningful manner, not treated 
as specific skill objectives or organized around ma- 
terials designed to teach a particular subjea. The 
core experiences allow teachers to do this in a man- 
ner very consistent with young children's need for 
variability and diversity in their day. 

Figure 3 shews how one kindergarten teacher 
scheduled the day around the core experiences. A 
look at the list of activities reveals that language, 
literacy, and the content theme (science and social 
studies) permeate the day. Less obvious, perhaps, 
is where some of the other curricular areas reside. 
For example, math is always a part of inquiry. A 
math center, established early in the year, serves to 
extend the ideas presented during inquiry. Here, 



children manipulate materials for counting, mea- 
surement, and estimation. Charts for shared writ- 
ing and reading may include graphs and geometric 
shapes as well as narrative discourse. Teachers in 
full day programs generally add lunch, rest time, 
and large muscle activities to the daily schedule. 
Read aloud, sharing, and center time may be either 
repeated or extended in full day programs. 

Assessment 

Assessment of children's oral and written lan- 
guage development is done primarily through 
observational procedures and the collec- 
tion of performance samples. Teale, Hiebert, and 
Chittenden (1987) have identified seven aspects of 
children's literacy development upon which devel- 
opmental data should be gathered. These are listed 
here along with suggestions for the core experi- 
ences upon which a teacher might focus attention to 
observe their development. 

1. Concepts of the functions and conventions 
of written language — shared writing and 
reading, independent reading, independent 
writing, and read aloud time. 

2. Text comprehension such as the ability to 
understand and recall books that are read to 
them— independent reading, read aloud 
time, and sharing. 

3. Abilities to read print commonly found in 
their home and community environments- 
inquiry activities and sharing. 

4. Emergent reading of storybooks (strategies 
children use to read books before they are 
able to read conventionally)— independent 
reading, read aloud time, and sharing. 

5. Metalinguistic awareness (including word 
awareness and phonological awareness)- 
shared writing and independent reading. 

6. Emergent writing strategies (including 
composing, spelling, and strategies for re- 
reading their own writing)— shared writing 
and readings independent writings and 
sharing. 

7. Kncwledge of letters, letter sounds, and the 
relationships between them— shared writ- 
ing and reading, independent writing, and 
independent reading. 
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Figures 

Sample Daily Schedule for a Half Day Kindergarten 



Approximate 
Time Frame 


Core 

Experience 


Organizational 
Ranem 


Curricular 
Focus 


15 minutes 


(Entry) 






20 minutes 
20 minutes 


Inquiry 
Activities 

1 

1 

1 

(lead to) 
1 

Shared Writing 
and Reading 


Whole Group 

Whole Group or 
Small Group 


Social and 
Physical 
Sciences, 
Oral 

Language, 
Problem 

Math 

Reading, 
Writing 


30 minutes 


(Snackt Large 
Muscle Activities, 
Music) 


Whole Group 


Motor 
Develop- 
ment, 
Music 


50 minutes 
(Includes 
all centers - 
art, math, 
etc.) 


Independent 

W-iting 

and 

Independent 
Reading 


Center based: 
Small group or 
Individual 


Reading, 
Writing 
and other 
centers 
(art, math, 
etc.) 


15 minutes 
15 minutes 


Read Aloud 
Sharing 


Whole Group 
or 

Small Group 


Reading, 
Writing, 
Oral 

Language 


15 minutes 


(Dismissal) 
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You Can Use 

Functional Uses of Print 

Children need to be given frequent opponunhtes to use print and to see print being used 
functionally. Here aiie two examples from classroonis where teachers are providing these 
opportunities. 

This sign up sheet was located on the door to Deborah Davis's second grade class- 
room. Her students became very adept at reading aloud, telling stories, and raiting po- 
etry for other classes. 



Please sign up if you would like a 
Pbet 

Storyteller 

Book read aloud to your class 


T^her s Name 


Poet 


Storyteller 


Read Aloud 



























The Chan below was located on the wall of Annette Ayers*s first grade classroom. 
Children were encouraged to enter their favorite titles whenever they wished. 



Recommended Book List 



Title 


Author 


Reader 



























Debor^ D^vis and Anncuc Aycrs 
R S. 220 
New York. New York 
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Many inventories, scales, checklists, and docu- 
mentation procedures for use in monitoring and ana- 
lyzing children's literacy development have appeared 
in the literature (Chittenden, this volume; Clay, 
1979; Heald-Taylor, 1987; Sulzby, 1985; Teale, 
Hiebert,& Chittenden, 1987; \\^tson, 1987). 

In addition to the categories of literacy devel- 
opment listed, children's oral language must be as- 
sessed. The inquiry activities, shared writing and 
reading, sharing activuies, and read aloud time 
(particularly response to literature involving oral 
language activities such as story retelling, dramat- 
ics, and discussion) provide excellent resources for 
collecting data about children's oral language devel- 
opment. See Genishi and Dyson (1984) for good 
ideas on assessing language development. 

An important goal of the Core Experience 
Curriculum is to link assessment to instruction as 
closely as possible. Collecting data about children's 
development is an ongoing natural ftinction of the 
day. The information collected is reflected upon 
and used as the basis for planning and intervention 
where needed. It also becomes the basis upon 
which children's progress is reported to parents and 
administrators. 

The Core Experience Curriculum M^as devel- 
oped in response to the questions and concerns of 
many teachers and curriculum coordinators, who 
are attempting to translate new theoretical perspec- 
tives on emergent literacy into effective practice in 
existing school structures, h makes use of what the 



research says about young children's literacy devel- 
opment and what teachers say they need in order to 
operate effectively. It is a framework that teachers 
recognize as manageable and efficient, yet it allows 
for movement toward a program that is more con- 
sistent with the new knowledge about how young 
children learn to read and write. 
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CHAPTER TWELVE 



Fostering Needed Change 
in Early Literacy Programs 

Jerome C. Harste 
Virginia A. Woodward 



In this chapter n-e review niiat researchers 
ha\'e found that young children knmv about 
language and literacVi we discuss concerns 
about existing school practices in light of 
these findings* and ne conclude uith a series 
of policy guidelines for changing early litenicy 
prograniSs 



Not long ago, it was believed that young 
children learned oral language naturally 
but that written language had to be for- 
mally taught. During this period, it was not uncom- 
mon to find the language curriculum in preschool 
and kindergarten organized around "Letter A Day," 
"Letter B Dayr and so on. Often these programs 
Were formal, asking children to study rather than 
tiS€ language. This instructional trend was primar- 
ily the result of misconceptions about how young 
children learn. 

We know better now. Research h;is shown that 
long before preschool and kindergarten children 
encounter formal language programs they know 
much about oral and written language (Hall, 1987), 
Based on this research, language curricula for nur- 
sery school, kindergarten, and primary children 
must change. 

We now know, for example , that literacy learn- 
ing is ongoing from infancy and strongly influ- 
enced by children's social and cultural background 
(Heath, 1983; Taylor, 1983), Reading and writing 
experiences at school should permit children to 
build upon their existing knowledge of language 
and literacy to further the development of their 
communication skills. Learning should take place 
in a supportive environment where children can 
build a positive attitude toward themselves and their 
use of language. For optimal learning, teachers 
should provide experiences that involve children 
actively, highlighting oral and written language as 
well as other communication systems. 
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Wfe believe that high quality programs of lan- 
guage and literacy should be available for all pre- 
school and kindergarten children (see policy 
statement in appendix). The word program is 
meant to emphasize curriculum and tfie fact that 
both what is taught in the name of language and lit- 
eracy and how h is taught are of concern. To clarify 
these concerns, we initially review what research- 
ers have found that young children know about lan- 
guage and literacy prior to coming to school. In 
light of these findings, we discuss current educa- 
tional practices and trends of concern to educators. 

We conclude the chapter with a series of policy 
recommendations* Because these policies are in- 
tended for use by teachers, parents, school admin- 
istrators, policymakers, and others who provide 
educational programs for preschool and kindergar- 
ten children, we illustrate each recommendation 
with examples of appropriate action. 

What Young Children Know 
about Language and Literacy 

Language is learned through use rather 
than through practice exercises on how to use 
language. The more frequently children experi- 
ence a particular language setting, the more suc- 
cessful they will be in producing appropriate texts 
for this context. Through invitations to participate 
in language events, children learn language, learn 
about language, and learn through language simul- 
taneously (Halliday 1978), 

Because the markings four year old children 
produce prior to formal schooling reflect the 
written language of their culture, we can no 
longer assume that children come to school 
without some knowledge of written language. In 
contrast to Najeeba^s (from Saudi Arabia) and 
Ofer's (from Israel), Dawn's writing looks dis- 
tinctly like English (see Figure 1), 

Because the markings three year old chiK 
dren make when asked to draw a picture of 
themselves look quite different f^m the mark- 
ings thc^y make when asked to write their name, 
we can no longer dismiss these efforts as mere 
scribbling. By age six, children move freely be- 
tween communication systems in producing a text 
(see Figure 2), 



These data suggest that children have internal- 
ized many rules as well as conceptualized proc- 
esses for learning and using language and other 
communication systems. 



Figure 1 
Cross Cultural Writing Samples 




Dawn, a four year old from the 
United States, writes in uncon- 
ventional script using a series 
of wavy lines. Each line is 
written from left to right. 
Dawn creates a page of such 
lines starting at the top of her 
page and finishing at the bottom of her page, 

Najeeba, a four year old from 
Saudi Arabia^ writes in uncon- 
ventional script using a series 
of very intricate curlicue for- 
mations with lots of dots over 
the script. When she completes 
her story she says, '^Here, but 
you can't read it *cause I wrote it in Arabic and in 
Arabic we use a lot more dots than you do in 
English!" 

Ofer, a four year old from Is- 
rael, prints first right to left, 
then left to right, using a series 
of rectangular and triangular 
shapes to create his story, 
which his grandmother says, 
"looks like Hebrew, but it's 
not,'' Her concern because he sometimes writes 
^backwards" sounds like the concerns of many 
parents and teachers in the U*S*, with the differ- 
ence being that left to right is ^'backwards" in 
Hebrew, and right to left **back\vards" in English. 

Harsic. WoodwanJ, & Burke, 1984. Used by permission of 
senior author 
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By ages Tive and six, most children have 
sorted out how language varies by context of use 
and have begun to explore the graphophonemic 
system of language. Their phonetic writing has 
been called invented filing and has been found to 
prepress systematically and predictably (see Figure 
3). 

By age four, the texts that children produce 
when asked to write a story as opposed to a let- 
ter are beginning to be distinctive. Their stories 
sound like stories, look like stories, and function 



Figure 2 
Alison, Age Six 
Uninterrupted Writing Sample 
Created after Telephone Conversation 

Notes on Transcription 

Alison said that her picture showed that after 
church on Sunday Jennifer (JT.) and she (A.H.) 
were going to get together to "play ballerina " Jen- 
nifer would bring her ballet slippers, leotards, and 
hair ribbons in a bag while Alison would get 
equivalent itetns frotn her dresser. (Particularly 
note Alison's use of tnath, art, and language to 
ptacehold her message,) 




From M. Siegel* Heading as signification * unpublished doc- 
toral dissertation, 1983, 



like stories. Their letters sound like letters, look 
like letters, and function like letters. By age six, 
these distinctions are well developed and much 
more marked (see Figure 4). 

Most chUdren as young as three can read 
"Stop** on a stop sign, "McDonald's" when 
shown the golden arches, and "Crest** when 
shown a Crest toothpaste carton* By six, all chil- 
dren can read these and other items of environmen- 
tal print they frequently encounter* The findings 
mean that we do not have to teach young children to 
read but, rather, we need to support and expand 
their continued understanding of reading. 

By age three, when asked to read or pretend 
to read a book, children start to vary their nor- 
mal speech to sound like ^book talk,'' By age six, 
children who have been read to frequently have in- 
ternalized the structure of stories in their culture 
and can produce many fine stories of their own (see 
Figure 5). By six, most children associate books 
with reading. 



Figure 3 
Invented Spellit^ Patterns 

Spelling the way it sounds 

Example; Jress for Dress (Js and Ds are 
formed at the same spot in the 
mouth (point of articulation). 

Spelling the way it looks 

Example; Fro for For (O added because "it 
didn't look right*' indicating visual 
memory was involved). 

Spelling the way it means 

Example; Wasapanataem for "Once upon a 
time" (As a story starts, this phrase 
tells the reader/listener to suspend 
reality* Rather than perceive this 
phrase as a series of individual 
words, it is logical that children 
should see it as a single unit of 
meaning,) 
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Learning proceeds from the known to the 
unknown. Comprehension and learning are now 
seen as a search for patterns that connect, and 
growth is seen as a search for ever wider patterns. 
Instruction needs to start where the children are in 



Figure 4 

Robin, Age Six 
Story and Letter 



Transcriptions 

Story; The World's Greatest 

My dog 

Tina 

and my friend s 
dog Ruby 
are very nice 
dogs. One day 
a little girl 
fell in the 
water Ruby and 
Tina saved her 
The end, 

letter: Dear Dad 

I love you. Is the 

cat okay? The puppies 

already have their 

eyes open, Tina 

had 7 puppies. Grandma's 

puppies are 1 month 

old, Willy said 

Hi. My mom painted 

my room. We got 

an apple tree. 

Oops, it*s a pear tree, 

Marcie said Hi. 

I went to see 

Gulliver and The 

Great Muppet 

Caper. Love Robin, 



Dog 



MY c«*fr 2;^ 

W4TZ TSaUY *«o 



T U»c V'tvL tS Tire 
HT ^1** ^^^^^ 



Harste^ Woodward. & Burke. 1984. Used by permission of 
senior author. 



their learning and proceed from there. Children 
need to be given opportunities to make language 
their own by making connections with iheir current 
life and background inrormation* In short, there is 
no other place to begin in language than in terms of 
the language user*s current background experience. 
Language learning is risky business. Chil- 
dren learn best in low risk environments where ex- 
ploration is accepted and current efforts are 
socially supported and understood. Language is a 
social event. Most of what we know about language 
has been learned from being in the presence of oth- 



ers. 



Figure 5 
Jason, Age Six 
The Little Elf Story 



Transcription 
(P^ge 1) 
The 

Little Elf 
by Jacob 

(Pages 2 and 3) 
Once an 
elf was 
very silly 
but he 
wasn't silly 
at art, 

(Pages 4 and 5) 
He was 
very good 
at art 
and liked 
it, 

(Pages 6 and 7) 
He was 
a happy 
elf. 

The end. 
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New Potentials and Old Concerns 

Although teaching reading and writing should 
not be the primary purpose of preschool and kin- 
dergarten, a well designed program can enhance 
children's already considerable language skills by 
providing ample oi^rtunity for them to use read- 
ing and writing in their daily activities. The sound- 
est preschool programs are based on the knowledge 
that children learn best from firsthand experience. 
In addition to clay, sand, water, and other materials 
to touch, pour, sift, mold, pound, and manipulate, 
there should be lots of printed materials around to 
provide opportunities for the same kind of experi- 
mentation with language. 

Preschool ^nd kindergarten programs that 
highlight Uterac:y are places where storytime and 
books play a prominent role; where children are 
encouraged to draw and wrhe independently or 
with their teachers and peers; where signs made by 
teachers and students are posted; and where mail- 
boxes, charts, schedules, and sign in activities 
serve a functional purpose. Centers such as house- 
keeping, music, art, dramatic play, blocks, math, 
and manipulatives contain appropriate materials. 
General materials such as magazines, menus, mes- 
sage pads, typewriters, and blank paper also are 
provided. The centers serve as open invitations for 
children to use language and other sign systems in 
their play. 

Visitors and planned excursions are provided 
to widen young children's view of the world. Chil- 
dren are encouraged and helped to use language to 
express their ideas, feelings, and frustrations. 
There are opportunities to choose individual activi- 
ties or to play with others. 

Concerns Raised by Inappropriate Curricula 

In light of curricular possibilities such as 
these, certain trends in education are viewed whh 
concern by early childhood educators. Many pre- 
first grade children, for example^ are being sub- 
jected to rigid, academic prereading programs. 
These programs emphasize academic skill develop- 
ment and paper and pencil activities that fail to take 
into account how oral and written language are 
learned naturally. 



In the curriculum, too much attention is fo- 
cused upon isolated skill development or'abstract 
parts of the reading aud writing process, rather 
than upon the integration of oral language, writing, 
and listening. Too little attention is placed upon 
reading for pleasure and using reading and writing 
as tools for learning and exploration. 

Inappropriate methods of instruction result in 
curricula that promote passivity instead of activity, 
creative expression^ and critical thinking. Programs 
are judged on the basis of how quiet children are, 
how much seatwork is required, and the number of 
workbook pages completed. In shorts production 
takes precedence over exploration. 

Concerns Raised by Accelerated Ehrograms 

Other concerns are raised when decisions re- 
lated to the curriculum are made based upon politi- 
cal and economic expediency rather than 
knowledge of how young children learn. In many 
cases, concerned adults who want children to suc- 
ceed apply adult educational standards to the cur- 
riculum for young children and pressure early 
childhood programs to demonstrate that children 
really are learning. The pressures of accelerated 
programs do not allow children to be risk takers as 
they experiment with language and intemalize con- 
cepts about how language operates. Too little atten- 
tion is given to background experience and 
individual development. 

Concerns Raised by Standardized Testing 

The pressure to achieve high scores on stand- 
ardized tests has resulted in wide scale retention of 
students, questionable remediation programs and 
practices, and a further narrowing of the language 
curriculum. Staff pressures have resulted in indi- 
viduals who have had little or no early childhood 
training b^ing assigned to teach young children. 

The following recommendations grow out of 
concerns such as these. Rather than dwell on the 
negative, these recommendations accent the posi- 
tive, given what we currrently know about the rela- 
tionships among teaching and learning, 
curriculum, young children, and tlie evolution of 
literacy. 
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Recommendations 

A literacy curriculum needs to support the suc- 
cess of each learner All children come to school 
with a background of experience. Because '^com- 
munity" and "connectedness" are the hallmarks of 
leammg, educators cannot a^ord to assume that the 
children th^ work with have no experience. 

Similarly* although children differ in terms of 
their knowledge of oral and written language, re- 



search has shown that all children know something 
about written language. Learning begins with the 
known. Even if the children can read only "Stop" on 
a stop sign and ""McDonaldV when they see the 
golden arches, this is a place to begin. Some teach- 
ers begin with an environmental print walk. Others 
ask children to bring labels from jars and boxes 
rJiey can read at home. With these materials, teach- 
ers make books and support children in their efforts 
to write what they know about these products. 
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Use Open Ended Activities 

Open ended activities invite children to explore a topic on their own terms* Unlike work- 
sheets* there is no limit to what children can do or where they can begin. Children can 
pursue a topic in terms of their own particular interest, background experience, and hy- 
potheses; they are cunendy interested in testing. 

In one early childhood program, children are given the opportunity to explore art 
through open ended activities. Building upon what we have learned about language* chil- 
dren are initially invited to create their own art from clay as well as explore pieces of fine 
art displayed in the classroom. Children are given journals to record the observations 
they make. During discussion timei children share their observations and discuss what 
they think the artist was trying to say. 

During his involvement in this program, five year old Victor made a bull. When he 
was done, he took it over and sat it next to Picassos bull. With his hand on his chin, he 
pensively announced* ''Boy* Picasso didn't know much about bulls, did he?*" 

At another point in the program* fine art postcards were given to children. Victor 
selected a Modigliani portrait of a woman. In his journals he recorded his observations in 
invented spelling: "She has a long neck. She has skneey eyebrows,"* At discussion time, 
the group discussed Victors interest in lines and what the artist was trying to say in using 
them. Maggie, another five year old* selected a postcard of a little Victorian girl. Her 
observations related to her interpretation of the picture, ""A little girl who lived in a casde 
with a King and a Queen," 

Because the activities in this program were open ended, children were free to explore 
what they were curr&ntly interested in and* through discussioni have these interests ex- 
panded and extended, 

Adaptett fn>m an idea by Laura >teiberg 
Fonncr Dircdor of ihe Campus ChiEdrcn s Center 
Bloomington, Indiana 
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Children should have many opportunities for writing. 



Invitations to read and write must be open 
ended (Harste, Short, & Burke, 1988). Open ended 
activities allow children to enter and exit at their 
own level of interest and involvement. Even though 
teachers may specifically plan activities for the pur- 
pose of highlighting particular features or processes 
of literacy, children must be given the choice to fo- 
cus on those demonstrations they find interesting. 
Teachers must not only accept the rights of children 
to attend to things they find interesting, but also 
must realize that it is through this process of relat- 
ing current demonstrations to exisitng hypotheses 
that learning occurs. 

Books and pencils should be in children's 
hands from their first day in school. Children's 
readiness is never an issue with open ended activi- 
ties. The real issue is whether we, as teachers, can 
accept and value varying responses. 



All educators need to appreciate and under- 
stand the role language plays in a system of know- 
ing. Language is a process of symboHzation. 
Language is the vehicle by which we make intuition 
public and communicable. This basic process is 
what education is all about. A theory of language 
learning is both a theory of learning and a theory of 
education. 

All children come to school already involved 
in this process. Rather than denying the validity of 
children's involvement, the role of the early child- 
hood educator is best seen as supporting their con- 
tinued involvement by supporting authorship and 
ownership of the process of literacy learning. 

Children need to have what they know con- 
firmed and accepted so that no matter what the cul- 
ture, the background experience, or the language 
facility, they feel good about themselves and see 
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themselves as readers and writers. If what learners 
know is not valued, that knowledge will atrophy. 
Good instructional programs build upon and extend 
the experiential background of all children in terms 
of their knowledge of language and the world, 

A literacy curriculum needs to be focused on 
learning. Classrooms in which literacy is high* 
lighted are characterized as "communities of leam- 
ersr Reading and writing are used functionally and 
presented as tools and toys for learning. 

Language is learuv;d through use* The only 
way to learn a process is by engaging in that proc* 
ess* Children need to be given daily opportunities 
to use reading and writing for functional purposes. 
Sign In sheets allow children to take their own at- 
tendance, generate lunch cou and see who is or 
isn't present* Written conversations and mailboxes 
allow children to communicate with one another 
without disturbing classmates. Class composed 
books provide the oppoitunity for all children to 
write and make their contributions as part of a 
group. 

Programs that are focused on learning involve 
risk and exploration. Classroom environments that 
are best for language learning aie those that assume 
rather than eradicate mist=Jces, Mistakes are not so 
much failures on the part of teachers as th^ are op- 
portunities for self correction and growth on the 
part of learners. Without mistakes, there is no evi- 
dence of learning. 

Invitations to talk about reading and writing 
experiences can help children see reading and writ- 
i^ as tools for learning: "^How are you different 
nu V from who you were before? What do you know 
now that you didn't know before?'' Literature should 
be seen as a way for children to view their world 
through new eyes, rather than J^s a vehicle for 
teaching reading per se. 

In the fmal analysis, our interest in reading and 
writing is an interest in learning, Reading is not so 
much taking meaning from texts as it is sharing 
meaning about texts. Writing is not simply a proc- 
ess of recording on paper already perfected ideas, 
but also a vehicle for organizing thought, 

A literacy curriculum needs to l^t learners ex- 
plore language in all its complexity. Children are 
capable of monitoring and directing their own liter- 
acy learning when they have many opportunities to 



encounter oral and written language in familiar sit- 
uations. In too many classrooms, children are not 
given opportunities to talk their way through prob- 
lems despite the fact that most of what they will 
learn throughout life will come as a function of 
speech, Unfortunatelyi children will encounter 
more words on worksheets than they will in books* 
While keeping things quiet and simple may help 
children master a particular rule quickly, this type 
of instruction does little to help children understand 
and use communication systems in the complex, in- 
teractive contexts they encounter outside of school. 
The complexity of literacy events actually supports 
learning, 

Reading and writing are multimodal events. 
This means that there is no pure instance of just 
reading or writing. Writers read their work, sketch, 
talk to others, and do any number of things during 
writing. Readers compose, ask for clarifications, 
talk, and sometimes draw pictures in order to clar- 
ify what they are reading* The muhimodal nature of 
literacy provides multiple entry points for under- 
standing messages and for learning about literacy. 

When children have opportunities to experi- 
ence natural communication, they are able to form 
hypotheses that reflect the irregularities of com- 
munication as well as the ways in which it is sys- 
tematic. To be strategic, readers and writers must 
vary their cognitive processes by content and con- 
text. Literacy is context specific. Different strate- 
gies are brought to the foreground when reading 
and interpreting a poem than when reading a con- 
tent area selection* Too often, what children do in 
school bears no relationship to what real readers 
and writers do outside of school. Rather than learn- 
ing to read and write, the real trick in school often 
is learning how to learn how to read and write. This 
is not how it should be. Children need opportuni- 
ties to vary the processes they use in terms of con- 
tent and context as they would occur in nonschool 
settings. 

Classmoms must be places where children can 
see others using language for real purposes. Lan- 
guage is a social event, Vfe have learned most of 
what we know about language from being in the 
presence of others. Natural language settings pro- 
vide multiple demonstrations. Children learn by 
attending to these demonstrations and by orches- 
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Teacher as Learner 

Directly after lunch, many teachers read a book chapter to their students. To demonstrate 
herself as a learner one teacher instructs her students to ''go ahead atxl discuss the chap- 
ter" a.*; she steps outside the group and* with pad in hand* records their responses. 

After collecting data of this sort, she begins to classify responses and seek articles by 
others who have studied student responses to literature. Later in the year, she shares with 
students her data as well as her initial observations and what other authors have had to 
say on the subject. Students give suggestions for her analysis and and discuss why and 
how her data differ from others. In this way. she actively demonstrates for her students 
ways of using reading and writing to learn. 

As t>bscnrCd in Karen Smiths classrtwm 
Hcnx^ra Elementary ScJuxU 
Phoenix* Arizona 



trating new ones with those they have already 
sorted out. Children in environments where music* 
drama* art, math* and language are used for real 
purposes have access to demonstrations of the po- 
tential uses of these media for communication. At- 
tention to demonstrations is generative. It is a 
means of learning how something might be done 
rather than how it must be done. 

Although children may see their parents read* 
rarely does a parent discuss with the child his or 
her difficulty in understanding something or what 
strategies were used to resolve reading and writing 
problems. Similarly, children rarely see parents us- 
ing reading and writing as a tool for outgrowing 
their curxnt selves. This means that if we want to 
give children a notion of what it truly means to be 
literate, teachers and other adults should engage in 
the same communicative activities in which they 
ask children to engage, In such classroom environ- 
ments, children learn from the teacher and from 
one another. 

It is important that children be put in situations 
where they can see the strategies of successful writ- 
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ten language use and learning demonstrated. 
Teachers should invite parents* administrators* pro- 
fessional writers* and others into the classroom on 
a regular basis* While many educators believe that 
what people can do individually was first done so- 
cially, it is important to understand that learning 
how to use the social group as a vehicle to support 
learning may be the most important strategy ac- 
quired in a good literacy curriculum. 

A literacy curriculum should help children ex- 
pand their communicaiion potential through the use 
of language as well as art, music, and other sign 
systetns. There are many forms of authorship. The 
alternate sign systems of art, music, drama, math* 
language* and dance provide learners with different 
modes of representation by which to conceptualize 
their world and make their ideas public. Young 
children learn the form and function of each of 
these sign systems through use and experience. 
Learning in one sign system supports learning in 
another. 

Students should be encouraged to use various 
forms of communication to express themselves in 
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all subject areas. The choice of alternate communi- 
cation systems should be respected, as should the 
more traditional choice of language as a mode of 
expression. 

Organizationally, classrooms should have ar- 
eas for art^ music, math, cooking, blocks, and 
drama, as well as reading and writing. Beginning 
literacy instruction should provide opportunities to 
interact with print in all of these contexts using a 
muhitude of expressive forms; listening to stories, 
sharing and talking about books, writing and illus- 
trating stories, composing stories in block play, en- 
acting stories through drama, interpreting stories in 
art and music, reading and writing recipes for 
cooking, interpreting music through dance^ com- 
posing and writing music, writing math problems, 
reading poetry, and reading and writing predictable 
books. 

No longer can we omit art, music, dance, and 
drama from the curriculum because they are frills. 
Nor should they be taught as separate skill classes. 
Students are unlikely to be fooled into believing 
that alternate literacies are valuable if the school 
confmes them to a brief period a week. 

Curriculum and curriculum development must 
be placed in the Itands of the classroom teacher 
The function of the curriculum is to provide per- 
spective, A good curriculum sets directions and 
provides examples of Jie kinds of settings believed 
to permit children to take the mental trips we asso- 
ciate with successful language use and learning. 

Professional educators have a responsibility to 
plan a tailor made curriculum for the children in 
their classrooms, using all available resources. 
These resources include observations of children, 
textbook series, curricular guides, and ideas from 
peers. In addition, this "paper curriculum" should 
reflect what is currently kno^vn about language and 
literacy, schooling, successful language use and 
learning, child growth and development, the rela- 
tionship betM'een teaching and learning, and more. 

However, the **real curriculum** happens in the 
heads of the children. When children do not take 
the mental trips teachers envision them taking, new 
activities must be designed. This process is called 
curriculum development. Curriculum and curricu- 
lum development are dynamic and involve change 
based on a reflective look at the relationship be- 



tween teaching and learning in specific classroom 
contexts. 

For too long, administrators, state depart- 
ments, and pubhshing houses have set the curricu- 
lar agendas in schools. The underlying assumption 
has been that since so many teachers are incapable 
of planning their own curricula, these curricula 
must be imposed from outside. 

For curricula to be dynamic, children need to 
be our curricular informants. To be effective, cur- 
ricula must be negotiated at the point of utterance 
among teachers and children. In hght of what we 
now know about good teaching, we no longer can 
afford to ask whether teachers can plan their own 
curricula but we need to assume that as profession- 
als they are doing it implicitly. Since our assump^ 
tion is that curriculum development is what 
teaching is all about, the role of the principal 
changes to that of helping teachers become more 
explicit about what they are doing in this critical 
process. 

Administrators must support teachers in re- 
claiming their classrooms. Trying new ideas is 
risky. But just as children take risks as they explore 
language, teachers need to be free to take risks as 
they explore literacy instruction. 

Teacher support groups have proven to be an 
effective vehicle for supporting teachers as they de- 
velop a collective voice. Peers help teachers ques- 
tion whether their practices are theoretically sound 
as well as articulate a practical theory of literacy 
instruction. 

Administrators have an important role in sup- 
porting teachers as they learn collaboratively and 
work toward improving literacy instruction. It is 
their role to encourage and support professional de- 
velopment by holding inservice programs, encour- 
aging teachers to attend and to present at 
professional meetings, and establishing teacher 
support groups focusing on curriculum develop- 
ment and evaluation. 

If individual school principals must support 
their teachers in developing sound literacy curric- 
ula, then principals must be given autonomy for 
their schools. Principals and teachers should be 
given freedom in deciding on instructional materi- 
als, instructional strategies, and evaluation mea- 
sures. 
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Stor>iiig 

One researcher reports that he begins collaborative projects by sitting down with the 
teacher to view a particular teaching event. Instead of discussing specLfic things, both he 
and the teacher write narratives in which they try to capture what they perceived as being 
the most salient features of what they saw By comparing these narratives, they begin to 
identify what and why certain tensions exist between the two accounts. This activity 
helps them to identify unstated assumptions and beliefs and leads them to new ways of 
thinking and change. 

If knowledge develops socially thrcxjgh the stories we telK this strategy would seem 
to be useful for improving communication and understanding among the adults responsi- 
ble for children^ educational welfare. Teachers, parents, and administrators might try 
viewing the same aaivity (perhaps videotaped), writing their perceptions in narrative 
style, and then sharing them with one another Through discussion, participants will 
learn what ideas others think are important, as well as grow in their understanding of 
effective early childhood curricula. 

Adapic^j from the work of Fred Erickscn* University of F^nnsylvania 
Gordon >\^t]s. Ontario Insiiluic for Studies in Education 
Harold Rose. University of London 



Principals and teachers must be willing to 
speak out against practices that violate what we 
know about language and learning. Recent exam- 
ples include issues relating to textbook adoption, 
assertive discipline, time on task legislation, effec- 
tive teaching, and more. When policies limit what 
becomes possible in the curriculum or stymie 
teachers in their efforts to continue to develop as 
professionals, administrators must support teachers 
in developing a collective voice on behalf of chil- 
dren, 

A literacy curriculum sees culture and parents 
as participants and partners in learning. We often 
treat culture as if it were something children could 
leave at the schoolhouse steps. Culture is not an en- 
tity^ but rather part of how you make sense of the 
world. Operationally, it i$ when you find yourself 
sounding like your mother despite the feet that you 
promis^ yourself never to sound that way. 



In most public schools, the curriculum edu- 
cates learners to the goals, values, and attitudes of 
the dominant culture. In a pluralistic society like 
ours, this practice can cause learners to perceive 
schooling as strange and to become alienated from 
their own family cuhure. If education is to help 
children move ahead from where they are in their 
experiential background and their knowledge base, 
it is critical that teachers become culturally sensi- 
tive and learn to respect the family cultures of their 
pupils. 

Administrators and teachers need to involve 
parents in their children's formal education in a 
meaningful way. Parent education programs can ex- 
plain how literacy is learned, why open ended in- 
structional activities are used, why process 
approaches to reading and writing theoretically 
support literacy learning, and how learning will be 
evaluated. These programs need to consider the 
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many ways in which the family and community can 
become part of the content of instruction. This in- 
volvement should go well beyond food (airs and 
special holidays to the actua] study of what literacy 
means in the community and what forms of literacy 
are highlighted in the culture. 

Parents are their children's first teachers, and 
this role should not be taken away. Research tells us 
that children who are successful readers and writ- 
ers are children who come from homes where par- 
ents have been involved in their learning. 

School involvement should be more than Just 
parent meetings. It should include opportunities for 
parents to participate in classroom activities. When 
parents feel a part of the school, they are more apt 
to extend their participation to more meaningful lit- 
eracy events at home. Parents need to be given 
choices as to how they might participate in class- 
rooms, just as young learners select from alterna- 
tive options for learning. Encourage parents to get 
involved in reading with students, sharing in con- 
tent area learning, making blank books, typing 
manuscripts, helping children make films and com- 
pose music, and going on class excursions. 

Effective programs of evaluation engage ad- 
ministrators* board members* parents, teachers, 
and pupils in the twin processes of reflection and 
growth. The chief purpose of evaluation is to im- 
prove instructional decision making. From an in- 
structional perspective, the k^ question is "In light 
of what is known about language and literacy and 
how these students are performing, what instruc- 
tion should be provided?'' This question places 
evaluation at the heart of the educational process. 

Administrators should work with teachers in 
establishing the criteria they will use to document 
that their literacy program is working. Such collab- 
orative projects will result in the development of 
more appropriate criteria, consideration of alter- 
nate evaluation techniques, and growth and learn- 
ing on the part of each of the participants involved. 

The functions of all evaluation are growth and 
learning. Testing programs that label schools, ad- 
ministrators, and children as being successes or 
failures violate what we know about how people 
learn. Research shows us that failure and retention 
only breed failure and retention. This is tme for 
school staffs as well as for children. 



Given the problems in standardized testing, re- 
sponsible educators no longer can as.sume that tests 
are valid and programs invalid. If the program im- 
plemented reflects what we know about supportive 
environments for language learning, educators 
might begin by assuming that their program is valid 
and the test invalid. Given this new assumption, the 
task becomes one of finding measures that support 
what is known. Cambourne and Turbill (1987) 
have identified a set of seven characteristics for 
judging supportive language environments in class- 
rooms and are in the process of identifying a bat- 
tery of instruments teachers might use in assessing 
the quality of their current instructional programs. 

Similarly, pupils need to be helped to ask 
themselves, "What have I learned?" and "If I were 
to study this topic again, what v«^uld I do differ- 
ently?" Toward this end, many teachers now use 
Learning Logs in which children daily record what 
they learned. In one school, each child is given a 
three ring notebook. Each year the teacher, parents, 
and child select three pieces of writing for inclusion 
in this permanent record. At the end of elementary 
school, the child and his or her family receive the 
notebook as a graduation present and as a record of 
the growth that has occurred. Just as good instances 
of instruction are generative, good programs of 
evaluation are not mired in the present, but set di- 
rections for how to proceed in the future. 

Administrators need to assess not only how 
they are doing currently, but what else they might 
do to support teachers in their personal professional 
development and curriculum development. Simi- 
larly, board members need to assess their own 
functioning in terms of providing support for im- 
proving instruction, rather than envisioning them- 
selves as public gatekeepers of standards. Everyone 
involved in policy decisions in education must take 
personal responsibility for what they know as well 
as what they dont know. To insist that educators re- 
turn to the way board members were taught, often 
cloaked as a return to the basics, would be equiva- 
lent to insisting that doctors abandon modem medi- 
cine ^nd return to bloodletting. 

Good evaluation provides opportunities for all 
participants in the educational enterprise to reflect 
upon where they are and where they wish to go. In 
this way, the focus of evaluation is upon self evalua- 
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tion and the result is growth and ieaming. 

In short, evaluation is everybody's business. It 
is learning to use ourselves and others as instru- 
ments for our own growth that separates good eval- 
uation programs from those only pretaiding to be 
supportive of schools and learning. 

Conclusion 

In the final analysis, educational institutions 
are arrangements of people. As social policy edu- 
cational policies are not innocent. Cm r**,nt practices 
and policies in literacy and early childhood educa- 
tion perpetuate certain social arrangements while 
they make other options invisible. 

To do nothing is to maintain the status quo. 
Given what we currently know, the status quo is a 
disadvantage to certain children and an advantage 
to others. To do nothing, then, is to do something. 

To make educational change is to change the 
existing set of social arrangements. We now know 
how to empower children who previously have 
failed in educational settings. Given this knowledge 
base and the principles of a democratic ociety, it is 
time to develop policies It u foster change and con- 
tinued learning on the part of all participants. 

The literacy policies we recommend for early 
childhood educatioTi are rooted in what is currently 
known. Because it is only by testing what we cur- 
rently know that the profession can grow, these pol- 
icies call for parents, children, and all educators to 
become a collaborative profession of language 
learners. We believe that the continued develop- 
ment of a practical theory of literacy learning rests 
upon this learning cycle of action, reflection, and 



change. Our hope is that tnese policy recommenda- 
tions empower teachers and others concerned with 
quality literacy programs in their communitie.s to 
take needed action. 
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and Prefirst Grade 
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l*rcprtrvd by the Kiirly Childhood niiJ Uti^ruoy l>o\'dopmon< 
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Literacy learning begins In infancy. Children have 
many experiences with oral and written language 
before they come to schooL 

• Children have had many experiences from which ihey 
build ideas about the fVinctions ^nd uses of orai and 
written language. 

• Children have a command of language and of proc- 
esses for learning and using language. 

• Many children can differentiate between drawing and 
writing. 

• Many cbtMren are reading environmental print* such 
as road signs* grocery labels, and fast food signs. 

• Many children associate books with reading. 

• Children's knowledge about language and communi- 
cation is influenced by their social and cultural back- 
grounds. 

• Many children expect that reading and writing will be 
sense-making activities. 

Basic premises of a sound prefirst grade reading 
program 

• Reading and writing at school should permit children 
to build upon their already existing knowledge of oral 
and written language. 

• Learning should take place in a supportive environ- 
ment where children can build a positive attitude to- 
ward themselves and toward language and literacy. 

• For optimal learning* teachers should involve children 
actively in many meaningtiiL functional language ex- 
periences* including speaking, listening, writing and 
reading. 

• Teachers of young children should be prepared in 
™ys that acknowledge differences in language and 
cultural backgrounds, and should emphasize reading 
as an integral part of the language arts as well as of the 
total curriculum. 
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Concerns 

• Many pnefirst grade children are subjected to rigid, 
formal prereading programs with inappropriate ex- 
pectations and experiences for iheir levels of develop- 
ment. 

• Little attention is given to individual development or 
individual learning styles. 

• The pressures of accelerated programs do not allow 
children to be risk takers as they experiment with 
written language. 

« Too much anentjon is focused upon isolated skill de- 
velopment and abstract parts of the reading process, 
rather than on the integration of talking, writing and 
listening with reading. 

• Too little attention is placed on reading for pleasure; 
therefore, children do not associate reading with 
enjoyment. 

• Elisions related to reading programs are often based 
on political and economic considerations rather than 
on knowledge of how young children leam. 

• The pressure to achieve high scores on tests inappro- 
priate for the kindergarten child has led to undesirable 
changes in the content of programs. Activities that 
deny curiosity, critical thinking and creative expres- 
sion are all too frequent, and can foster negative atti- 
tudes toward language communication. 

• As a result of declining enrollment and reduction *a 
staff, individuals with little or no knowledge of early 
childhood education are sometimes assigned to teach 
young children. Such teachers often select inappro- 
priate methods. 

• Teachers who are conducting prefirst grade programs 
without depending on commercial readers and work- 
books sometimes fail to articulate for parents and 
other members of the public what they are doing and 
why. 

Recommendations 

1. Build instruction on what the child already knows 
about oral language, reading and writing. Focus on 
meaningful experiences and meaningful language 
rather than on isolated skill development. 

2. Respect the language the child brings to school, and 



use it as a base for language and literacy activities. 

3. Ensure feelings of success for all children, helping 
them to see themselves as people who enjoy ex- 
ploring both oral and written language. 

4. Provide reading experiences as an integrated part 
of the communication process, which includes 
speaking, listening and writing, as well as art, math 
and music. 

5. Encourage children's first attempts at writing, 
without concern for the proper formation of letters 
or correct conventional spelling. 

6. Encourage risk taking in first attetnpts at reading 
and writing, and accept what appear to be errors as 
part of children's natural growth and development. 

7. Use reading materials that are familiar or predicta- 
ble, such as well known stories, as they provide 
children with a sense of control and confidence in 
their ability to leam. 

8. Present a model for children to emulate. In the 
classroom, teachers should use language ;q)propri- 
ately, listen and respond to children's talk, and en- 
gage in their own reading and writing. 

9. Take time regularly to read to children from a wide 
variety of poetry, fiction and nonaction. 

10. Provide time regularly for children's independent 
reading and writing. 

11. Foster children's affective and cognitive develop- 
ment by providing them with opportunities to com- 
municate what they know, think and feel. 

12. Use developmental ly and culturally appropriate 
procedures for evaluation, ones that are based on 
the objectives of the program and that consider 
each child's total development. 

13. Make parents aware of the reasons for a broader 
language program at school and provide them with 
ideas for activities to carry out at home. 

14. Alert parents to the limitations of formal assess- 
ments and standardized tests of prefirst graders' 
reading and writing skills. 

15- Encourage children to be active participants in the 
learning process rather than passive recipients, by 
using activities that allow for experimentation with 
talking listening, writing and reading. 
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